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1.1. Overview
 Strong home-school partnerships are important for the support of children’s education. 
Building a bridge to connect home and school has been a major goal of many school reform 
initiatives (Gillanders, McKinney, & Ritchie, 2012). When home and school work together, 
they form a partnership that is important both to the school and to the child. Strong home 
school partnerships add to the quality of school programs and school climate, connect 
families with others in the school, help teachers with their work, and most importantly help 
students succeed in school and in later life (Epstein, 2010). We agree with Daniel (2011) 
that the concept of parental involvement is a key concept in the context of home-school 
partnerships. Educators and policymakers have acknowledged the importance of parental 
involvement in their children’s education (Epstein, 2016; Murray, McFarland-Piazza, & 
Harrison, 2015; Wilder, 2014). Existing studies suggest that parental involvement is important, 
because not only it builds connections between family and school but it also benefits student 
achievement. On school level, parent participation in Parent-Teacher Associations and in 
school-based partnership activities was found to have a significant contribution to a positive 
school climate and to be a valuable additional resource for running a school (Flessa, 2008; 
Westrich & Stroebel, 2013). On individual student level, parental involvement has been found 
to have positive effects on student achievement (Cheung & Pomerantz, 2012; Kloosterman, 
Notten, Tolsma, & Kraaykamp, 2011), motivation (Gonzales-DeHass, Willems, & Holbein, 
2005), attitudes (Shumow, Lyutykh, & Schmidt, 2011), and behavior (Fantuzzo, McWayne, 
Perry, & Childs, 2004).
 In this dissertation, we focus on parental involvement in their children’s education, the 
effects of parental involvement on student achievement, and the contribution of elementary 
school leaders and teachers in promoting parental involvement. We conducted this study 
in Indonesia. Despite the extensive literature on parental involvement particularly in the 
Western countries, research on parental involvement in other contexts, including Indonesia, 
is scarce. There are several studies on parental involvement in Indonesia, however these 
studies were conducted in specific contexts such as in two public schools in Depok, West 
Java (Fitriah, Sumintono, Subekti, & Hasan, 2013) and in five senior high schools in urban 
and rural areas in Karanganyar, Central Java (Karsidi, Humona, Budiati, & Wardojo, 2013). 
Another study conducted by Van der Werf, Creemers, and Guldemond (2001) revealed that 
an intervention program to increase parental involvement in elementary schools as part of a 
school improvement project in Indonesia was effective to improve student achievement. We 
still lack knowledge about parental involvement in Indonesian schools in general. Therefore, in 
the first part of this dissertation, we examine the involvement of a large sample of Indonesian 
parents from different socioeconomic backgrounds and educational levels in their children’s 
education in a larger regional geographical area in the contexts of urban and rural areas in 
Jakarta, West Java, and East Java, Indonesia. We aim to fill the gap and expand the literature to 
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non-Western contexts and specifically to gain more insights in parental involvement practices 
and the effects on student academic achievement in the Indonesian context. This study is 
strongly rooted in Bourdieu’s cultural capital theory (1986) and Coleman’s social capital theory 
(1987). In addition, the first part of this dissertation also explores the determinant factors 
of parental involvement and the barriers that hinder parents from different socioeconomic 
backgrounds to be involved in their children’s education in Indonesia. 
 Research has shown that teachers play an important role to invite parents to be involved 
in their children’s education (Lewis, Kim, & Bey, 2011 and Murray, McFarland-Piazza, & 
Harrison, 2015). According to Hoover-Dempsey and colleagues, teachers are one of the keys 
to influence parents’ decisions to be involved in their children’s education (Hoover-Dempsey 
and Sandler, 1995, 1997; Hoover-Dempsey et al., 2005). For example, teachers who maintain 
frequent communication with parents are more likely to encourage parents to be involved 
in their children’s education. Creating a positive classroom climate and inviting parents to 
volunteer in class are strategies that teachers can employ to promote parental involvement 
(Lewis et al., 2011). However, a lot of teachers are struggling in building relationship with 
parents. Teachers are not prepared sufficiently to work positively and productively with 
their students’ parents and families (de Bruïne, Willemse, D’Haem, Griswold, Vloeberghs, 
& van Eynde, 2014; Epstein, 2016; Evans, 2013; Miller, Lines, Sullivan, & Hermanutz, 2013). 
Therefore, teachers should not work alone. Hornby and Blackwell (2018) argue that the school 
leaders are “central to driving forward parental involvement” (p. 118). The school leaders 
should provide support for teachers in their efforts to develop relationship with parents and 
to promote parental involvement (Deslandes et al., 2015). Nevertheless, empirical research 
on school leadership practices to promote parental involvement is scarce (Auerbach, 
2012). In addition, the research that has been done was qualitative (e.g. Giles, 2006; Barr & 
Saltmarsh, 2014). Therefore, the second part of this dissertation aims to strengthen this line 
of research by examining leadership practices for parental involvement at a larger scale. A new 
questionnaire that enables a large scale quantitative study of transformational leadership for 
parental involvement is developed. Then, the role of transformational leadership for parental 
involvement in supporting teachers in the promotion of parental involvement and the effects 
of transformational leadership for parental involvement and teacher invitations for parental 
involvement on parental involvement behaviors are examined. 
1.2. Conceptual Model of This Dissertation
Based on what we have presented above, in this dissertation we examine the following 
relationships: (1) the relationship of Transformational Leadership for Parental Involvement 
(TLPI) with Parental Involvement (PI); (2) the relationship of TLPI with Teacher Invitations for 
Parental Involvement (TIPI); (3) the relationships between TLPI and TIPI with PI; and (4) the 
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relationship of PI with Student Achievement (SA). The relations are depicted in a conceptual 
model, see Figure 1. The conceptual model of this study is related to different research areas 
and traditions. First, the parental involvement research tradition is strongly influenced by 
the research that focuses on how parents are involved in their children’s education and very 
much inspired by Epstein’s six types of parental involvement framework (Epstein, 1987, 1995, 
2010). Second, the area of teacher invitations for parental involvement as an influencing factor 
of parents’ willingness and ability to be involved. Much work in this area has been guided 
by a theoretical model developed by Hoover-Dempsey and colleagues, which identifies the 
determinants of parental involvement in children’s education (Hoover-Dempsey & Sandler, 
1995, 1997; Hoover-Dempsey et al., 2005). Third, the area of transformational leadership 
research, inspired by Leithwood and associates, which is according to many scholars the most 
favored leadership model in educational settings (Leithwood et al., 1999; Leithwood & Jantzi, 
2005; Leithwood & Sun, 2012).
Student  
achievement
Parental  
Involvement
Teacher Invitations  
for Parental 
Involvement
Transformational 
Leadership for 
Parental  
Involvement
Figure 1. Conceptual model of this dissertation 
1.2.1. Parental involvement in their children’s education
Definitions of parental involvement 
 The definitions of parental involvement are not uniform in the literature (Fan & Chen, 
2001). They vary from inclusive ones, such as the definition provided by Grolnick and 
Slowiaczek (1994) who describe parental involvement as the resources that parents dedicate 
to the child, to more specific ones, such as the definition by Hoover-Dempsey and Sandler 
(1997) who describe parental involvement as parental activities at home and at school 
related to their children’s education. However, we agree with Bakker and Denesen (2007) 
that most definitions have the common basic idea that parental involvement is related to 
parent behaviors pertaining to the child’s learning that can be observed as the actualization 
of their commitment to their child’s educational matters. 
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Epstein’s parental involvement framework
 A leading expert in this field, Joyce Epstein, does not provide a general definition of 
parental involvement, but instead she developed a parental involvement framework with 
specific involvement types (1987, 1995, 2010) which is widely known as Epstein’s six types 
of parental involvement framework. As mentioned in the beginning, Epstein’s parental 
involvement framework is part of the conceptual model of this study. The framework 
includes: parenting, communicating, volunteering, learning at home, decision-making, and 
collaborating with community. Parenting is pertaining to fulfilling children’s basic needs 
and providing a supportive home environment for the children’s learning. Communicating 
includes home-school communication regarding the student progress and school programs 
and activities. Volunteering refers to parents as volunteers in school classroom programs. 
Learning at home includes helping the children at home with homework and reading 
activities with child. Decision-making concerns parents being involved in school decisions 
and parents as leaders and representatives. Collaborating with community refers to parental 
involvement with resources and services from the community to strengthen school programs, 
family practices, and student learning and development. A growing body of research showed 
that, when parental involvement practices are effectively implemented both at home and 
at school, student academic achievements increase. Some examples: Reading activities 
with their child at home (e.g. Gubbins & Ottero, 2019; Hemmerechts, Agirdag, & Kavadias, 
2017) and parental reading socialization (Kloosterman, Notten, Tolsma, & Kraaykamp, 2011) 
positively affect children’s language performance; school-based parental involvement such 
as volunteering and participation in school events was found to have beneficial effect on 
student’s reading achievement (Xu, Benson, Mudrey-Camino, & Steiner, 2010); and how well 
home-learning activities of mathematics homework that required parent-child interactions 
were implemented had positive effects on children’s mathematics achievement (Sheldon & 
Epstein, 2005).
1.2.2. Why parents become involved, the Hoover-Dempsey model
 With considerable evidence indicating the benefits of parental involvement for student 
achievement, it is important to understand why parents become involved in their children’s 
education. Hoover-Dempsey and her associates developed the most comprehensive 
theoretical model which identifies the determinants of parental involvement in their 
children’s education (Hoover-Dempsey & Sandler, 1995, 1997; Hoover-Dempsey et al., 2005). 
According to this model, there are three general factors that influence parents’ decisions to 
become involved: (1) an active role construction for involvement, (2) parents’ self-efficacy 
for helping their children, and (3) perceptions of invitations to involvement from the school, 
teacher, and student.
 Parental role construction is defined as “parents’ beliefs about what they are supposed 
to do in relation to their children’s education and the patterns of parental behavior that follow 
536057-L-bw-Yulianti
Processed on: 25-9-2019 PDF page: 16
Chapter 1
16
those beliefs” (Hoover-Dempsey et al., 2005, p. 107). Parental role construction is influenced 
by their own expectations and people around them such as teachers and friends. Studies on 
parental role construction emphasize its importance as a motivator of parents’ involvement 
in their children’s education at the elementary and secondary levels and across contexts 
(e.g. Walker et al., 2011; Reynolds, Crea, Medina, Degnan, & McRoy, 2015). Parents become 
involved in their children’s education also because of their sense of efficacy to help their 
children succeed in school (Hoover-Dempsey & Sandler, 1995). Parents with high efficacy 
are prone to make positive decisions about active involvement in their children’s education, 
whereas parents with low efficacy tend to be associated with lower parental expectations 
about the outcomes of efforts to help their children succeed in school (Hoover-Dempsey & 
Sandler, 1997). Several studies have found empirical support for the theoretically predicted 
relationships between parents’ self-efficacy and several aspects of parental involvement (see, 
for example, Ice & Hoover-Dempsey, 2010; Reynolds et al., 2015). According to the Hoover-
Dempsey model, invitations to involvement from the school, teachers, and children are 
also key motivators for parents’ decisions to become involved in their children’s education 
(Hoover-Dempsey & Sandler, 1997; Hoover-Dempsey et al., 2005). A positive school climate 
is important to parental involvement and the school leader plays a role in developing, 
supporting, and maintaining a fully welcoming school climate. Teacher invitations for parental 
involvement such as frequent communication with parents and invitations to participate in 
class and school events have been identified as powerful predictors of parental involvement 
(Lavenda, 2011; Reynolds et al., 2015; Yamamoto, Holloway, & Suzuki, 2016). 
1.2.3. Transformational Leadership for Parental Involvement 
 The notion that school leadership is central to school improvement is widely believed 
and the leadership practices that matter most have been studied in many different contexts 
(Leithwood & Sun, 2012). Transformational leadership is the most favored and researched 
leadership theory (Bottery, 2001; Leithwood & Sun, 2012). This theory was initially 
conceptualized by Burns (1978) and further developed by Bass (1985). Burns (1978) argued that 
“leadership is nothing if not linked to collective purpose” (p. 3). Transformational leadership 
“converts followers into leaders and may convert leaders into moral agents” (Burns, 1978, 
p.4). Transformational leaders demonstrate four distinct leadership characteristics which 
are labeled as the 4I’s: Individualized consideration, Intellectual stimulation, Inspirational 
motivation, and Idealized influence (Avolio, Waldman, Yammarino, 1991). Transformational 
leaders exercise individualized consideration by paying attention to the individual follower, 
listening, and sharing individual’s concerns, and helping to build the individual’s confidence. 
Transformational leaders who exhibit intellectual stimulation help their followers to sharpen 
their problem solving skills. Transformational leaders inspire followers to remain optimistic 
and motivated during hard times. Idealized influence is pertaining to the power and influence 
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over followers that is developed by transformational leaders by continuously showing respect 
and trust in their followers. 
 Leithwood and his associates have developed the transformational leadership model 
that is most widely studied in education (Leithwood, 1999; Leithwood & Jantzi, 2005; 
Leithwood & Sun, 2012). There are four categories of core leadership practices in their 
model: setting directions, developing people, redesigning the organization, and improving 
the instructional program. Setting directions is focused on developing a shared vision and 
communicating a high standard of professionalism from staff and expecting them to hold high 
expectations for students. Developing people refers to providing individualized support and 
intellectual stimulation and modelling valued behaviors, beliefs, and values. Redesigning the 
organization concerns leadership practices that are focused on strengthening school culture, 
building structures to enable collaboration, and engaging parents and the wider community. 
Improving the instructional program includes planning and supervising instruction, providing 
instructional support, monitoring school progress, and mitigate staff from distractions to 
their work. In contrast to instructional leadership that achieves its effects through first-
order changes in the school, transformational leadership seeks to produce second-order 
effects (Hallinger, 2003). Transformational leadership focuses on stimulating change through 
bottom-up participation instead of coordinating and controlling from above. For example, 
transformational leaders create a climate that enables teachers to be committed, self-
motivated to work towards the improvement of the school, engage in continuous learning, 
and consistently share their learning with others without top-down direction approach. In 
accordance with Hallinger’s transformational leadership theory, Giles (2006) asserts that 
transformational leadership for parental involvement can contribute to school improvement 
through a comprehensive capacity-building approach that includes transformation of both 
the organization and individuals in the school and community. In this dissertation, we apply 
the concept of transformational leadership to the specific context of parental involvement in 
their children’s education. We define transformational leadership for parental involvement as 
school leadership that encourages parental involvement and enables the establishment of a 
strong home–school partnership to increase students’ academic success.
1.2.4. The relationships between Transformational Leadership for Parental 
Involvement (TLPI), Teacher Invitations for Parental Involvement (TIPI), and 
Parental Involvement (PI)
 In line with Leithwood and his colleagues’ transformational leadership theory 
(Leithwood, 1999; Leithwood & Jantzi, 2005; Leithwood & Sun, 2012), the Hoover-Dempsey 
and Sandler’s model of parental involvement specifically school and teacher invitations for 
parental involvement (Hoover-Dempsey & Sandler, 1995, 1997; Hoover-Dempsey et al., 
2005), and Epstein’s parental involvement framework (1987, 1995, 2010), in this study, we 
propose two dimensions of transformational leadership for parental involvement (TLPI) and 
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embed the 4I’s regarding the leadership practices of Leithwood’s transformational leadership 
model within these two dimensions. We propose that school leaders can follow two paths 
in the establishment of strong school-family-partnerships, also depicted in our conceptual 
model (see Figure 1). The first path is the direct path where school leaders can create a 
welcoming school environment by knowing all parents and directly inviting them to be 
involved in their children’s education. In this path, school leaders may also give examples 
for teachers how to build relationships with parents. The second path is the path where 
school leaders promote parental involvement by supporting teachers in inviting parents to 
be involved in their children’s education. 
1.3. Research context and the present study
1.3.1. Research context 
 We conducted this research project particularly in the Indonesian context. Parental 
involvement in their children’s education in Indonesia was formally recognized in recent 
regulations and laws that aim to enhance parents, family and community participation in 
education. Further, the Ministry of Education and Culture established the Directorate of 
Family Education in 2015. The main objectives of this directorate are to improve student 
academic achievement, to provide family education, and to promote school-family-
community partnerships. With all of these laws and the establishment of the Directorate of 
Family Education, the Indonesian Ministry of Education and Culture has taken into account the 
importance of parental involvement in their children’s education. However, as we mentioned 
earlier, research on parental involvement in Indonesia is still scarce. Therefore, we took the 
opportunity to study this in Indonesia not only because it is understudied region, but also 
because there are some policies to promote parental involvement. 
 These studies were conducted in three provinces in Java, Indonesia: Jakarta (the 
capital), West Java, and East Java. Java is the most densely populated island in Indonesia 
with an estimated population of 148,138,800 people living in this island in 2017 (BPS Jawa 
Timur, 2017). There are six provinces in this island: Jakarta, Banten, West Java, Yogyakarta, 
Central Java, and East Java. The most populated provinces are Jakarta, West Java, and East 
Java. Parents, teachers, and school leaders in 18 elementary schools in urban and rural areas 
in these provinces participated in this research project.
1.3.2. The present study
 The present study had both scientific and practical goals. The scientific goals were to gain 
detailed insights into (1) how Indonesian parents from various socioeconomic backgrounds 
were involved in their children’s education, the effects of Indonesian parental involvement 
on student achievement, and what motivated Indonesian parents to be involved in their 
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children’s education; (2) how school leaders and teachers contributed to the promotion 
of parental involvement both at home and at school. By conducting this research. we can 
help the policymakers, not only in Indonesia but also across contexts in building strong links 
between school leaders, teachers, parents, and the children. 
 The focus of the present study is parental involvement in their children’s education in 
elementary schools in urban and rural Java, Indonesia. The present dissertation investigated 
three research questions: 
1.  a.  How are Indonesian parents involved in their children’s education? And how does 
parental involvement in Indonesia affect students’ academic achievements? 
 b.  What motivates Indonesian parents with different socioeconomic backgrounds to be 
involved in their children’s education?
2.   To what extent does teachers’ perceived transformational leadership for parental 
involvement affect their invitations for parental involvement?
3.   To what extent do transformational leadership and teacher invitations for parental 
involvement affect parental involvement practices?
 The study consists of two parts. The first part of the present study investigates how 
Indonesian parents from different socioeconomic backgrounds are involved in their children’s 
education both at home and at school and how their involvement affects their children’s 
academic achievements. Parental involvement is measured with a parental involvement 
questionnaire adapted from Epstein’s parental involvement framework (Epstein, 1995, 2010; 
Epstein & Salinas, 1993). In addition, semi-structured interviews with parents to exemplify 
the quantitative findings are conducted using an interview protocol that is developed mainly 
based on Hoover-Dempsey and Sandler’s model of parental involvement motivation (1995, 
1997). 
The second part of this dissertation examines how school leaders and teachers contributed 
to the promotion of parental involvement. A new instrument to measure how teachers 
perceive support from the school leaders in relation to parents, namely the Transformational 
Leadership for Parental Involvement Questionnaire (TLPIQ) has been developed, mainly based 
on the transformational leadership theory by Leithwood and his associates (Leithwood et al., 
1999; Leithwood & Jantzi, 2005; Leithwood & Sun, 2012) and the 4I’s of Avolio and colleagues 
(Avolio et al., 1991). How teachers encourage parents to be involved is measured with a 
Teacher Invitations for Parental Involvement Questionnaire (TIPIQ) which is also adapted from 
Epstein’s work. Interviews with school leaders to illustrate the quantitative findings in the 
second part of these studies are guided by an interview protocol that is primarily developed 
from a work of Hornby and Witte (2010).
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1.4. Outline of the present dissertation
 The research questions will be answered in four chapters. The first two chapters, 
Chapter 2 and Chapter 3 discuss the first part of this study and present the answers to the 
first research question. In Chapter 2, a survey study was conducted to investigate parental 
involvement in elementary schools in Java, Indonesia. The study assessed how parents in 
urban and rural elementary schools in Java were involved in their children’s education with a 
31 item-questionnaire that was adapted from Epstein’s parental involvement framework. The 
study also examined the effects of parental involvement on students’ academic achievements. 
To gain more insights into differences of parental involvement in urban and rural areas in Java, 
Chapter 3 focuses on the factors that motivated parents to be involved in their children’s 
education. In addition, we also looked into the barriers that hindered their involvement. The 
analysis in this interview study was embedded in Hoover-Dempsey and Sandler’s parental 
involvement model. Chapter 4 and Chapter 5 discuss the second part of the study. Chapter 
4 provides the answers to the second research question. It concentrates on how teachers 
perceived support from their school leaders to invite parents to be involved in their children’s 
education. We assessed to what extent school leaders in Indonesia showed transformational 
leadership for parental involvement. We also examined how teachers invited parents to 
be involved. Chapter 5 provides the answers to the third research question whether there 
were effects of transformational leadership and teacher invitations for parental involvement 
on parental involvement behaviors. In addition, to gain more insights into what the school 
leaders did to promote parental involvement, this chapter also presents the findings of 
interviews with the school leaders. 
Finally, the last chapter, Chapter 6, summarizes the main findings of the individual studies 
and discusses the results. We reflect on the added value of each individual study and the 
limitations that provide opportunities for further research. The theoretical implications and 
the practical implications for the school leaders, teachers, and parents, and policymakers are 
outlined in this chapter.
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CHAPTER 2
The Effects of Parental Involvement 
on Children’s education: 
A Study in Elementary Schools in Indonesia
Published as
Yulianti, K., Denessen, E., & Droop, M. (2018). The effects of parental involvement on 
children’s education: A study in elementary schools in Indonesia. 
International Journal about Parents in Education, 10(1), 14-32.
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Abstract
The Indonesian government through the Ministry of Education has begun to emphasize the 
importance of parental involvement and community participation in children’s education. 
However, there is scarcity of research on parental involvement in Indonesia. The aim of 
the study is to provide insights into parental involvement in children’s education in urban 
and rural areas in Java, Indonesia. The sample comprised 2,151 second to sixth graders in 
18 schools in three regions, DKI Jakarta, West Java, and East Java. Six aspects of parental 
involvement were measured using an adapted version of Epstein’s parental involvement 
framework. Hierarchical regression analyses were conducted to examine the effects of the 
socioeconomic and demographic characteristics and different types of parental involvement 
on children’s academic achievements as measured by the most recent Indonesian language 
and Mathematics grades. The finding shows that Indonesian parents are more strongly 
involved in their children’s learning at home than at school. Parents show higher levels of 
involvement when mothers had higher levels of education, in particular with respect to 
parenting, communicating, volunteering, and learning at home. With regards to school 
settings, parents in urban schools show higher levels of involvement than parents in rural 
schools. In urban schools, highly educated parents were more involved in volunteering, 
decision making and collaborating with community than low educated parents. In contrast to 
urban schools, in rural school setting, parents with low education show higher involvement 
than their highly educated counterparts. Volunteering and learning at home have small 
positive effects on students’ mathematics achievement. Parenting and learning at home 
show small positive effects on students’ Indonesian language achievement. 
Keywords: elementary school, parental involvement, Indonesia
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2.1. Introduction
 Across the globe, educationalists and policy makers are trying to improve student learning 
by focusing on parental involvement. Indonesia is no exception to this effort. The Indonesian 
government regulation number 17 of 2010 regarding management and implementation of 
education article 188, for example, states that “(1) community participation includes the 
participation of individuals, groups, families, professional organizations, entrepreneurs, and 
community organizations in the implementation and quality control of education services, and 
(2) community as the implementers and users of educational outcomes.” Also, according to the 
Law of the Republic of Indonesia on National Education System Number 20 of 2003 Chapter 
IV Article 8, “the community has the right to participate in the planning, implementation, 
monitoring and evaluation of education programs. Recently, in 2015, the government of the 
Republic of Indonesia through the Ministry of Education established a new unit named the 
Directorate of Family Education that is organized under the Directorate Generale of Early 
Childhood Education and Community Education. The establishment of this new directorate 
was originally aiming specifically as a unit that focuses on providing family education and 
parents’ education. This new directorate has four subdirectorates: Program and Evaluation, 
Education for Parents, Education for Children and Adolescense, and Partnership Directorates. 
The Directorate of Family Education has some important programs which include improving 
students’ academic achievement, providing family education, and promoting school-family-
community partnership. Therefore, with all of these regulations, laws, and the establishment 
of the Directorate of Family Education, the Indonesian government through the Ministry of 
Education has begun to emphasize the importance of parental involvement and community 
participation in children’s education. 
 To realize these education policy goals of the Indonesian government, school principals 
and teachers must be aware of the important role of parents and community in improving the 
educational outcomes and they must start putting the aforementioned policies into practice 
by involving parents in their children’s education, both at school and at home. Not long 
after the establishment of Directorate of Family Education, the Minister of Education urged 
parents to accompany their children on the first day of their school year so that they would 
meet their children’s teachers and other parents. Parents of students from elementary school 
to middle school levels were indeed seen together with their children at school on the first 
day of the school year. However, parental involvement in children’s education goes beyond 
that. The literatures on parental involvement shows that a myriad of parental involvement 
practices have positive effects on their children’s academic achievements. 
 There has been an expanding body of research on parental involvement and its effects 
on student learning (e.g., Castro, Exposito-Casas, Lopez-Martin, Lizasoain, Navarro-Asencio, 
& Gaviria, 2015; Wilder, 2014; Xu, Benson, Camino, & Steiner, 2010). However, the research 
has a western bias, as this is where most of the studies were conducted. There is a need to 
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exmine the issues associated with parental involvement in education in places outside of 
Europe and the U. S. We cannot just assume that results from western studies are transferrable 
without any discussion of countries that have a different history and culture. As mentioned 
above, one objective of the establishment of the Directorate of Family Education under the 
Indonesian Ministry of Education is to strengthen home-school partnership. However, little 
is known about how Indonesian parents are involved in their children’s education both at 
home and school and how schools through teachers’ invitation for parents to be involved in 
their children’s education in Indonesia. There is a study on parental involvement in Indonesia 
by Van der Werf, Creemers and Guldemond (2001), which was conducted in participating 
schools of a specific school improvement project. They found that compared to the other 
intervention programs in the school improvement project (teacher development, educational 
management, books and learning materials), the intervention program to increase parental 
involvement was quite effective in improving student achievement. However, we still lack 
knowledge about parental involvement in Indonesian schools in general.
 Indonesia is a large country, ranked 4th in population in the world and 17th in land mass. 
There is an estimated total population over 256 million people with 300 local languages 
and groups with different ethnic backgrounds that spread across thousands of islands. In 
this study, we focus on Java, the most densely populated large island in Indonesia. To be 
more specific, this study was conducted in urban and rural areas in three provinces in Java, 
respectively Jakarta, West Java, and East Java. The present study aims to provide insights 
into parental involvement in children’s education and how parental involvement is related to 
students’ academic achievements in urban and rural areas in Java. 
 Urban and rural settings in Java have unique characteristics that may influence the 
degree of parental involvement. For example, the way of life in urban areas is fast while in 
rural areas it is more relaxed. Urban schools have better facilities than rural schools, in terms 
of the number of population, urban areas are densely populated whereas rural areas are 
sparsely populated, and therefore usually urban schools have larger enrolment numbers and 
consequently larger classes than those in rural areas. Also, differences in parents’ educational 
attainment can be expected and parents in urban areas tend to be engaged in trade, 
commerce, and services, while parents in rural area people are mostly engaged in agricultural 
work. In terms of values, people in rural community tend to be more traditional, for example 
until today there are people who still hold this myth “the more children the more fortune” 
and this may affect the involvement in their children’s education. There are also parents 
who prioritize boys over girls for their education. The differences between urban and rural 
contexts may result in different parent-school relationships. With all these differences and 
distinctive cultures, we are curious about the nature and effects of parental involvement in 
Indonesia and whether the results are different from existing studies conducted elsewhere. 
To begin with, we discuss complimentary theoretical lenses that we have used to better 
understand parental involvement in our study. 
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2.1.1. Theoretical perspectives on parental involvement
 Parental involvement and its effects on children’s learning can be understood from 
various theoretical perspectives. Well-known and frequently described perspectives are the 
ecological system theory, developed by Uri Bronfenbrenner (1977, 1979, 1986);  Epstein’s 
theory of overlapping sphere of influence and her framework of parental involvement (1987, 
1995), Coleman’s social capital theory (1988) and Bourdieu’s cultural capital theory (1986). 
 We draw from all of these theories and the existing research on parental involvement to 
guide the analyses of our study. Below we will shortly describe the aforementioned theoretical 
perspectives to define the concept of parental involvement and we present several research 
findings of the effects of parental involvement on children’s academic achievements that can 
function as points of reference to evaluate the findings of our study in Indonesia. 
Bronfenbrenner’s ecological system theory and Epstein’s overlapping spheres of 
influence theory
 Bronfenbrenner’s ecological systems theory provides an explanation for how several 
interacting socializing contexts have an influence on children’s development within their 
surroundings or environments. For the present study we focus on the socializing contexts 
of family and school. Bronfenbrenner’s ecological system model explains how parents and 
schools together can contribute to children’s development (Bronfenbrenner, 1977, 1979, 
1986). There are microsystem and macrosystem in this model. A microsystem is the most 
immediate setting in which the child lives. This is the most influential level in Bronfenbrenner’s 
ecological theory. Parents, teachers, and school constitute the elements of a child’s setting 
in the microsystem. Relationships in this level are bi-directional and they affect how a child 
grows. A macrosystem is the outermost level of the ecological model that encompasses 
cultural and societal beliefs that influence a child’s development. Examples of this would 
include the economy, religious and cultural values, and political system. 
 Although each of the two settings (home and school) can independently influence a 
child’s development, together their partnership would offer a unique and stronger influence 
for students (El Nokali, Bachman, & Votruba-Drzal, 2010). A similar perspective, but with 
a sharper focus on the interacting socializing contexts, is provided by the overlapping 
spheres of influence theory formulated by Epstein (1987). In this theory, Epstein posits that 
the three spheres of influence, family, school, and community should interact and build 
partnership in order to directly affect student learning and children’s development (1995). 
With her considerable years of research on parental involvement, Epstein (1995) constructed 
a framework of six types of parental involvement which are essential to students’ learning 
and development and which we discuss later on when defining the concept of parental 
involvement.  
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Social capital theory
 Epstein’s overlapping spheres of influence theory is strongly linked to Coleman’s 
social capital theory that asserts the importance of intergenerational closure or the social 
network of parents as one resource for the education of the children. Since the publication 
of “Equality of Educational Opportunity” in 1966 (known as The Coleman report), Coleman’s 
work has greatly influenced educational research including the role of parental involvement 
in children’s education (Dika & Singh, 2002). Coleman (1988) asserts that the importance of 
the social capital within the family as a resource for education of the children. He defines 
social capital as a resource that inheres in the social relationships among actors within the 
structures that facilitate actions and productive activity of the actors. For example, the 
relationship among parents of the children as a social structure functions as the source of 
information channels, facilitating effective norms, and maintaining trustworthiness of the 
structure. A group of parents within which there is extensive trustworthiness is able to 
accomplish more than another group of parents without trustworthiness. 
 In Indonesia, with the enactment of the government regulation number 17 of 2010 article 
188 regarding the management and implementation of education, schools are expected to 
establish partnership with parents. In Indonesian schools nowadays, including the participating 
schools in this study, there are school committee and class representatives which can function 
as parents’ social networks or provide what Coleman calls intergenerational closure (1988). 
Coleman perceives social capital as what parents do to promote their children’s academic 
achievement, for example by school visits as a way to obtain useful information related to 
their children’s school activities. Social capital might also be generated when parents work to 
improve skills, for example, helping their children do homework, or when they secure access 
to resources (e.g. books and study aids), or when they act as sources of social control (e.g. 
when there is parent-teacher agreement on children’s expected behavior) (Lee & Bowen, 
2006). Over the past few decades, there has been a growing interest in the concept of social 
capital due to its positive role in fostering positive educational outcomes. Numerous studies 
reveal the positive effects of social capital on students’ academic achievement (e.g. test scores 
(Dufur, Parcel, & Troutman, 2013) and grades (Strayhorn, 2010), educational attainment (Kim 
& Schneider, 2005), and educational aspirations of the youth (Byun, Meece, Irvin, & Hutchins, 
2012). However, since social capital must be actively maintained through social relationships 
or networks, working-class or low-income parents due to their inflexible work schedules, lack 
of child care, or lack of transportation might generate less social capital than middle-upper 
class parents. Parents of majority culture or parents with better economic means are familiar 
with the cultural codes that enable them to build powerful networks with access to financial, 
cultural, and social resources. 
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Definitions and measures of parental involvement
 There are various definitions of parental involvement in the literature. These definitions 
share the basic idea that parental involvement refers to parent behaviors related to the child’s 
school or schooling that can be observed as manifestations of their commitment to their 
child’s educational affairs (Bakker & Denessen, 2007). In a broader sense, parental involvement 
includes dispositions such as ‘the dedication of resources by the parent to the child within 
a given domain’ (Grolnick & Slowiaczek, 1994, p. 238), or ‘parents’ active commitment to 
spend time in the academic and general development of their children’ (Borgonovi & Montt, 
2012, p.13). Leading in the literature is Epstein’s (1995) conceptual distinction of parental 
involvement into six types: 1) parenting, 2) communicating, 3) volunteering, 4) learning 
at home, 5) decision-making, and 6) collaborating with community. Parenting is related to 
providing family support and conditions to support learning. Communicating is creating 
and maintaining two-way communication between school and home concerning school 
programs and student progress. Volunteering is to be involved as volunteers to support 
school programs at the school or in other locations. Learning at home is providing academic 
learning for children, for example helping children with their homework and discussing 
goal-setting. Decision making is participating in school decisions, governance and advocacy 
activities. Collaborating with community is to be actively involved in contributing services to 
the community. There are many other definitions of parental involvement and all of them 
share common views that parents’ involvement can be at school, at home, or in relations 
between school and home.
The effects of parental involvement on students’ academic achievements
 There is a growing body of research that suggests the positive effects of parental 
involvement in children’s education (e.g. Cheung & Pomerantz, 2012; Kloosterman, Notten, 
Tolsma, & Kraaykamp, 2011; Topor, Keane, Shelton, & Calkins, 2010; Wilder, 2014). Parental 
involvement is an indicator for explaining students’ academic achievements (Fan & Chen, 
2001; Yan & Lin, 2005). Regarding specific parental involvement behaviors, research has 
provided evidence that parents’ home involvement (including parents helping children 
with their homework) and doing voluntary work at school have positive effects on students’ 
learning and academic achievements (Dumont, Trautwein, Nagy, & Nagengast, 2014; Katz, 
Kaplan, & Buzukashvily, 2011; Ho & Willms, 1996; Van der Werf, Creemers, & Guldemond, 
2001). Parental home involvement in children’s learning of reading and writing is related 
to the development of early literacy skills (Senechal & LeFevre, 2002). Children’s literacy 
experiences in the forms of storybook reading and parents’ reports of teaching lead to fluent 
reading. Storybook exposure predicts “children’s receptive language skills” (p.456), whereas 
parents’ reports of teaching predict “concurrent and subsequent emergent literacy skills” 
(p. 456). Parental involvement behaviors and attitudes are not inseparable from the cultural 
capital that the parents possess. Cultural capital related to education includes access and 
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exposure to printed materials and parents’ educational beliefs and practices at home that 
emphasize the importance of highbrow activities such as reading literature and attending 
theater and museum (Bojczyk, Hayerback, Pae, Hairston, & Haring, 2017; De Graaf, De Graaf, 
& Kraaykamp, 2002). With regard to Indonesia, the adult literacy rate is high and comparable 
to other countries. According to UNESCO (2015), the literacy rate among the population aged 
15 years and older is 95.38% while among the population ages 65 years and older the literacy 
rate is 70.06%. However, the access to highbrow activities is another thing.
What and how cultural capital influence parental involvement and in the end affects students’ 
academic achievements are elaborated below.
Cultural capital theory and the effects of socioeconomic background on parental 
involvement and students ‘achievements
 The concept of cultural capital was introduced by Pierre Bourdieu and Jean-Claude 
Passeron to analyze the contribution of education and culture to social reproduction (Lamont 
& Lareau, 1988). According to Bourdieu (1986, p.47) “cultural capital can be embodied in 
dispositions of the mind and body, in institutionalized form such as credentials and degrees, 
and in the objectified state, for example possession of books and machines.” Lamont and 
Lareau (1988) defined cultural capital as institutionalized, that is, it consists of broadly shared, 
high status cultural signals, such as behaviors, attitudes, and credentials, that are used for 
social and cultural exclusion. Pertaining to children’s education, Bourdieu asserts that cultural 
experiences at home make students ‘adjustment at school easier, hence activating cultural 
resources into cultural capital (Bourdieu 1977a, 1977 in Lareau, 1987). Lareau (1987) posits 
that all social groups have cultural capital. However, parents with different socioeconomic 
backgrounds may show different types of involvement because of the variations in their 
habitus (that are predispositions toward certain types of behaviors, attitudes, and perceptions 
(Lee & Bowen, 2006). For example, parents with low educational attainment may display less 
parental involvement at school because they lack confidence and have negative educational 
experiences. Cultural capital differences are visible in the home involvement of parents, 
because parents with higher levels of cultural capital seem more able to create a stimulating 
home literacy environment. In line with Bourdieu’s cultural reproduction theory, numerous 
empirical studies have confirmed the positive direct effects of cultural capital on educational 
success (e.g. DiMaggio, 1982; Jaeger, 2011; Strayhorn, 2010; Tramonte & Willms, 2010) and 
educational attainment (Sullivan, 2001; De Graaf et al., 2000).
 Although it is common to assume that parents with low socioeconomic background are 
not capable of providing their children with high quality parental home involvement, because 
of their lack of required cultural capital, there are, however, inconsistent findings in the 
literature about parents’ socioeconomic background as a predictor of parental involvement 
in particular in the quality of parental homework involvement (e.g. Dumont et al., 2014; 
Graves & Wright, 2011). 
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 To sum up, as we have mentioned earlier, the notion that parental involvement is 
influential on students’ academic achievement is so appealing that policy makers and 
educators have considered that parental involvement is pivotal to children’s academic 
success. Previous studies showed the positive effects of parental involvement and students’ 
academic achievements (e.g. Cheung & Pomerantz, 2012; Kloosterman et al., 2011; Topor 
et al., 2010; Wilder, 2014). However, most of these studies were conducted in the Western 
contexts. Little is known about parental involvement and its effects on children’s education 
in Indonesia despite the increasing effort from the government and policymakers to enhance 
family-school relationship. Hence this study aimed to fill the gap. 
2.1.2. The present study
 The present study attempts to answer three research questions: 1) how are Indonesian 
parents involved in their children’s education? (2) how does parental involvement affect 
students’ academic achievements? (3) how are parents with diverse socioeconomic 
backgrounds involved in their children’s education?
 In the present study, we hypothesize that all children, regardless of their socioeconomic 
status and demographic backgrounds in urban as well as rural areas benefit from parental 
involvement in their education. However, we also expect that some parents, in particular 
those in rural areas and those with lower socioeconomic backgrounds, exhibit lower levels of 
involvement. 
 With this study, we aim to expand the research on parental involvement and to gain 
more insight in the parental involvement practices and their effects on student outcomes 
in the specific context of Indonesia. The findings of this study may also be beneficial for the 
policy makers in the Directorate of Family Education of the Indonesia Ministry of Education 
and the school boards in Indonesia as it provides information about Indonesian parents’ 
involvement and whether that differs for specific social groups.
2.2. Method
2.2.1. Research context
 This research was conducted in three provinces in Java, namely Jakarta, West Java, and 
East Java. Java is the most densely populated island in Indonesia that is a melting pot. An 
estimated 56.57% of Indonesia’s population (or 148,138,800 people) live on this island (BPS, 
2017). There are six provinces on this island (Jakarta, West Java, East Java, Yogyakarta, Central 
Java, and Banten). Jakarta, West Java, and East Java are the most populated provinces. The 
participating schools in the present study were selected with purposive sampling based 
on our knowledge on the diversity of the schools. Due to the huge number of the schools, 
bureaucracy, and accessibility to the schools, it was impossible to select schools with random 
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sampling. We wanted the schools to represent diversity in the socioeconomic backgrounds of 
the students indicated by parents’ educational attainment, income, and occupations. In each 
province, schools were selected in one district in the city and two villages in a regency.  These 
selected schools are considered to form a representative sample from the school population 
in Java. In total, there were 18 schools participating in this study. 
 The six schools in Jakarta differed with respect to the socioeconomic backgrounds of 
their students and were located in the same district in Central Jakarta. 
 The four urban schools in West Java were located in Bandung, the capital city. Two 
participating schools were located in rural areas in West Java (one school with parents 
predominantly working as farmers and one school with parents predominantly working as 
civil servants, factory workers, and merchants). 
 The four urban schools in East Java were located in the city of Pasuruan, with the 
backgrounds of the students are ranging from low to middle socioeconomic status. The rural 
schools were located in two villages in the Pasuruan regency. Parents in one school generally 
work as farmers and factory workers, while in another school parents’ occupations are mostly 
farmers and fishermen and their socioeconomic status varied from low to middle. 
 Table 1 presents the demography of the students whose parents participated in the 
present study.
2.2.2. Participants
 Our study employs data obtained from survey questionnaires administered to parents 
on the one hand and reports of students’ scores on Indonesian language and mathematics 
performance tests on the other. We investigated, in particular, the academic performance of 
students who were in grade 2 to 6 in the first semester of the 2016/2017 school year. The 
participants were 2151 parents of students from 90 classes in 18 elementary public schools 
in urban and rural areas in three provinces in Java (Jakarta, West Java, and East Java). The 
demographic variables in this study include: gender, age and grade level of the students, 
the caregivers’ (mother or father or anyone else as the participant) educational attainment, 
and region (urban or rural school). Parent educational attainment is defined as the highest 
educational level that is completed by the caregiver, which in the present study was assessed 
on a 7-point ordinal scale with the following response options: (1) elementary school, (2) 
junior high school, (3) high school, (4) diploma (D1-D3), (5) bachelor’s degree, (6) master’s 
degree, and (7) doctoral degree.  For the analysis purpose, this scale was classified into three 
categories; (1) elementary school became low education, (2) junior and senior high school 
were put into middle education, (3) diploma, bachelor’s degree, and doctoral degree were 
classified as high education.
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Table 1 Demography of the students
School Region
Total 
number of 
students
% Girls
Education of mothers Education of fathers
% Low % Middle % High % Low % Middle % High
1 Urban-Jakarta 83 48.19 12.20 79.27 8.53 5.06 83.54 11.40
2 Urban-Jakarta 85 43.53 4.3 86.96 8.74 1.28 43.59 55.13
3 Urban-Jakarta 114 50.00 15.93 76.99 7.08 3.96 80.19 15.85
4 Urban-Jakarta 132 45.45 0 12.21 87.79 0 9.52 90.48
5 Urban-Jakarta 108 56.48 0.93 36.11 62.96 0 27.36 72.64
6 Urban-Jakarta 117 47.86 3.48 42.61 46.09 2.68 41.07 56.25
7 Urban-West Java 148 52.70 8.78 72.97 18.25 4.86 81.25 13.89
8 Urban-West Java 115 54.78 23.48 73.04 3.48 14.55 83.64 1.81
9 Urban-West Java 130 49.23 0 10.08 89.92 0 7.26 92.74
10 Urban-West Java 127 55.90 0.79 34.13 65.08 0 34.40 76.60
11 Rural-West Java 155 54.19 3.25 93.89 2.86 2.67 69.33 28.00
12 Rural-West Java 131 55.73 77.86 22.14 0 80.77 19.23 0
13 Urban-East Java 111 46.85 8.26 66.06 25.68 8.49 68.87 22.64
14 Urban-East Java 122 49.18 22.5 66.67 10.83 24.17 64.17 11.66
15 Urban-East Java 108 45.37 33.33 56.48 10.19 25.00 63.00 12.00
16 Urban-East Java 114 59.65 4.46 64.29 31.25 8.18 63.64 28.18
17 Rural-East Java 114 55.26 80.73 19.27 0 69.72 27.52 2.76
18 Rural-East Java 137 56.20 95.38 4.62 0 73.87 26.13 0
2.2.3. Measures
 Parental involvement at school and at home was assessed with a 31-item questionnaire 
adapted from Epstein’s framework of parental involvement (Epstein, 1995; Epstein & Salinas, 
1993). Instead of basing the questionnaire on one single source, the development of the 
questionnaires also draws on studies on parental involvement of Graham-Clay (2005) and 
Hoover-Dempsey et al. (2005). In the development process, the questionnaire went through 
back-to-back translation (English-Indonesian-English) and was proofread by two Indonesian 
fellows. Before administering the Indonesian version of the questionnaire to parents, each 
item in the six categories was shuffled to avoid respondents answering by following the 
pattern of answers in the same categories. 
 Parents were to respond to each of the statements on a four-point Likert-type response 
scale ranging from never (1), sometimes (2), often (3), to almost always (4). The following 
six dimensions of parental involvement were assessed in this study: (1) parenting (six items, 
e.g. “I discuss the importance of good education with my child.”), (2) communicating (five 
items, e.g. “If I have any questions pertaining to my child, I can contact my child’s teacher.”), 
(3) volunteering (five items, e.g. “I volunteer in my child’s class activities (e.g. reading, 
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cooking, arts and crafts, etc.”)), (4) learning at home (five items, e.g. “I help my child with 
homework.”), (5) decision making (five items, e.g. “I have an influence over what happens in 
my child’s classroom, e.g. by providing suggestions regarding learning activities in class.”), (6) 
collaborating with community (five items, e.g. “I am involved in celebrations with the locals 
in the school area that are conducted by the school (e.g. Chinese New Year, the Islamic New 
Year, etc).
 Students’ academic achievements in the present study were measured by the most 
recent mid-term mathematics and Indonesian language grades. The mid-term tests were not 
standardized tests, each teacher in every participating school developed the tests themselves. 
The teachers graded the test score on a range of 1-100. Since the tests were not standardized 
tests, for the analysis purpose, we standardized the grades within the classrooms to take into 
account the differences in the measures. By standardizing the grades (Z-scores), we have 
equal mean scores for every classroom. Since there were one school and two teachers who 
were reluctant to share the students’ grades, there are different numbers of students in the 
analyses of the effects of socioeconomic background on parental involvement and students’ 
academic achievement (N=1,970).
2.2.4. Procedures
 The data collection was conducted after the researcher obtained research permits from 
the Ministry of Home Affairs, the Ministry of Home Affairs’ General Directorate of National 
and Political Unity, the Ministry of Education and Culture through the Head of Education 
Bureau in each province, Provincial Governments, the Board of National Unity and Politics, 
and the participating schools. 
 The survey questionnaires were sent to parents through their children. The front page of 
the questionnaires contained some information for the parents: we were conducting research 
into parents and their children’s education in Indonesia, parents may choose to answer on 
their own or together with their spouse, there were no correct or incorrect answers as we were 
solely interested in their experiences and opinions, parents should select the answer most 
appropriate according to their experience, their answers and anonymity were guaranteed, 
parents were given three days to complete the questionnaire and return it to their child’s 
teacher, and by participating in this research they are contributing to education improvement 
efforts in Indonesia in particular in establishing home-school partnership. All parents were 
invited, but not obliged to participate. We received 2,151 completed questionnaires from the 
parents. Since there were parents who had more than a child in every school, we could not 
count the number of parents who chose not to participate in every class. 
 Two measures of academic achievement were obtained from the administration office 
in each school: the students’ mid-term scores of mathematics and Indonesian language.
 There were seventeen schools that provided the students’ mathematics and Indonesian 
language mid-term test scores. Teachers of grade two to six in a school in Bandung, West 
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Java, a teacher of grade two in a school in Jakarta, and a teacher of grade three in another 
school in Bandung, West Java were reluctant to share the students’ grades and refused to do 
so.
2.2.5. Analysis 
 To answer the research questions, the following analyses were conducted. First, 
reliability tests were performed to assess the consistency of the parental involvement scales. 
Second, correlational analyses were conducted to assess the relationships between the 
parental involvement scales. Third, regression analysis was performed to test the relations 
between the socioeconomic status of the parents (indicated by the educational attainment 
of the mothers), parental involvement and children’s achievement scores. Third, regression 
analysis was performed to test the relations between the socioeconomic status of the 
parents (indicated by the educational attainment of the mothers), parental involvement and 
children’s achievement scores. Because we had more than two independent variables we 
used adjusted R-squared, that are not affected by the number of predictors in the model 
(Field, 2013). Because of the large sample size there were only marginal differences between 
R-squares and adjusted R-squares (< .002). 
2.3. Results
Reliability and descriptive statistics of the parental involvement scales
 The alpha coefficient for the six aspects of parental involvement in the present 
study is .83, suggesting that the scale has a relatively high internal consistency. In Table 
2 the descriptive statistics for the responses of the parents to the statements addressing 
different aspects of parental involvement are presented. As can be seen, the mean scores 
for almost all items of two categories, parenting and learning at home were above the scale 
midpoint of 2.5. “I make sure that my child attends school in compliance with all rules and 
regulation turned out as the second common activity by parents after “fulfilling their child’s 
basic needs” with the mean scores respectively are 3.49 and 3.58. Among the five items of 
learning at home, “I help my child with homework” and “My child and I talk about his/her 
activities and what was learned at school” were the most common practices by the parents 
with mean scores respectively are 3.28 and 3.27. We have to be cautious in comparing the 
mean scores because they refer to different parental involvement practices. For example, 
in communicating items such as “I meet my child’s teacher at school during report card day 
(parent-teacher conference)”, “If I have any questions pertaining to my child, I can contact 
my child’s teacher”, “I take the initiative in contacting my child’s teacher” do not involve high 
frequency of parents’ behaviors or practices, and this results in the mean score below the 
scale midpoint. 
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Table 2 Descriptive statistics for items for parent questionnaires addressing six aspects of parental 
involvement
Parents about parental involvement Mean SD N
Parenting (α = .68)
I fulfill my child’s basic needs (food, clothing, and shelter). 3.58 0.56 2149
I make sure that my child attends school in compliance with all rules and regulations. 3.49 0.64 2146
I discuss the importance of good education with my child. 3.02 0.70 2139
I handle conflict with my child quite well. 2.76 0.97 2147
I supervise my child when he/she watches television. 3.03 0.75 2147
I supervise my child when he/she plays computer games. 3.28 0.65 2150
Communicating (α = .64)
I meet my child’s teacher at school during report card day (parent-teacher 
conference).
2.27 0.74 2150
I read the school newsletter. 1.83 0.80 2095
I take the initiative in contacting my child’s teacher. 2.18 0.80 2142
If I have any questions pertaining to my child, I can contact my child’s teacher. 3.23 0.72 2139
I receive information regarding my child’s educational/academic progress from his/
her teacher and/or homeroom teacher.
2.68 0.79 2146
Volunteering (α = .72)
I volunteer in my child’s class activities (e.g. reading, cooking, arts and crafts, etc.). 1.50 0.70 2147
I volunteer in maintaining of the school building (e.g. garden maintenance, repainting 
the school along with other parents and teachers.
2.03 0.91 2147
I volunteer in coordinating school field trips or out-of-school activities. Out-of-school 
activities.
1.77 0.84 2144
I volunteer in supervising school field trips or out-of-school activities such as museum 
or zoo visits.
1.48 0.68 2144
I volunteer in my child’s school activities (e.g. carnivals, birthday parties, education 
fairs, etc.).
1.76 0.81 2139
Learning at home (α = .78)
I participate in learning activities with my child, such as playing educative games. 2.76 0.71 2148
My child and I talk about his/her activities and what was learned in school. 3.27 0.71 2149
I help my child with homework. 3.28 0.69 2150
I help my child prepare for tests and examinations at school. 2.54 0.89 2149
I read books to my child or hold a discussion regarding books. 3.20 0.70 2146
Decision making (α = .66)
I voice my opinions regarding the school and its development. 1.70 0.69 2145
I am involved in the school’s decision-making process regarding curriculum and 
learning strategies, school financial planning, or the recruitment of teachers and 
staff.
2.02 0.90 2141
I have an influence over what happens in my child’s classroom, e.g. by providing 
suggestions regarding learning activities in class.
1.43 0.725 2143
If I need a change in my child’s school, I can contact the school committee to voice 
my opinions.
1.74 0.734 2146
I vote for parent representatives in my child’s class and the school committee. 2.02 0.95 2139
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Parents about parental involvement Mean SD N
Collaborating with community (α = .69)
My child and I visit the local library. 2.20 0.74 2139
I encourage/take my child to participate in community-based activities within the 
local school community as informed by my child’s teacher.
1.54 0.69 2145
I am involved in cooperative programs between the school and the local community 
(e.g. programs for the orphaned and elderly, local health clinics, local villages).
1.55 0.67 2133
I am involved in celebrations with the locals in the school area that are conducted by 
the school (e.g. Chinese New Year, the Islamic New Year, etc.).
1.94 0.90 2149
I am involved in religious activities at my child’s school (e.g. zakat fitrah, Idul Qurban, 
Christmas celebrations, Galungan celebrations, Waisyak celebrations, etc.).
1.67 0.81 2147
Correlations among the six types of parental involvement
 Table 3 presents correlations among the six types of parental involvement. All types of 
parental involvement were positively correlated. Parenting and learning at home show the 
highest correlation (r = .68). On the other hand, parenting and collaborating with community 
have the weakest correlation (r = .25), indicating that there was not a strong relation between 
the extent to which parents meet the basic obligations at home and their involvement in the 
community. 
Table 3 Bivariate correlations between six aspects of parental involvement
Measure 1 2 3 4 5 6
1. Parenting (6 items) -
2. Communicating (5 items) .49* -
3. Volunteering (5 items) .29* .51* -
4. Learning at home (5 items) .68* .48* .33* -
5. Decision making (5 items) .27* .51* .60* .29* -
6. Collaborating with community (5 items) .25* .48* .65* .26* .59* -
*p < .01
Level of parental involvement
 Table 4 presents the means of parents’ ratings for different types of parental involvement, 
according to different demographic characteristics, which are school settings (urban vs rural) 
and educational attainment of the mother. As can be seen, in urban schools in general, 
parents with middle and high levels of education show higher levels of involvement in their 
children’s education compared to the parents with a low level of education. Interestingly, 
parents with low education in rural schools show slightly higher involvement in volunteering, 
536057-L-bw-Yulianti
Processed on: 25-9-2019 PDF page: 38
Chapter 2
38
decision making and collaborating with community than highly educated parents in the same 
school setting. 
Table 4 Mean scores for six types of parental involvement according to demography and mothers’ 
educational attainment (range 1-4)
Education of 
mothers in 
each region
Six types of parental involvement
Parenting Communicating Volunteering Learning at 
home
Decision 
making
Collaborating 
with 
community
M SD M SD M SD M SD M SD M SD
Urban
Low 3.08 .42 2.35 .46 1.63 .52 2.89 .54 1.75 .52 1.72 .55
Middle 3.24 .42 2.49 .47 1.69 .55 3.08 .49 1.83 .54 1.72 .51
High 3.39 .41 2.67 .46 1.92 .57 3.21 .49 1.89 .54 1.92 .53
Rural
Low 2.86 .37 2.14 .39 1.55 .39 2.62 .50 1.69 .43 1.81 .48
Middle 3.06 .43 2.09 .43 1.46 .41 2.84 .48 1.44 .39 1.59 .45
High 3.31 .42 2.13 .44 1.42 .40 3.10 .54 1.39 .35 1.55 .49
SES differences regarding parental involvement
 Table 5 shows the results of regression analysis predicting each parental involvement 
variable by region and educational attainment of the mother. Parents in families with higher 
levels of education consistently showed higher involvement than those with lower levels 
of education. With regard to region, parents in urban schools show higher involvement 
compared to parents in rural schools. 
 SES background of the parents explains 16% of the variance in parenting, 17% in 
communicating, 7% in volunteering, 14% in learning at home, 5% in decision making, and 3% 
in collaborating with community.
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Relations between socioeconomic backgrounds, parental involvement, and student 
achievement
 The results of the hierarchical regression analysis to examine the effects of socioeconomic 
background and types of parental involvement on student achievement are presented in 
Tables 6 and 7. Model 1 shows the effects of educational attainment of mothers on students’ 
academic achievements. This model shows that educational attainment of mothers explains 
5% of the variance in Mathematics and 7% in Indonesian achievements.  Although relatively 
small, the effect of educational attainment of mothers on students’ achievement was found 
to be statistically significant. 
 Model 2 includes two demographic characteristics, educational attainment of mothers 
and school settings (urban and rural schools) as the independent variables. These demographic 
characteristics explain 9% of the variance in students’ mathematics achievement and 7% of 
the variance in Indonesian language achievement. From this model we can see that after 
controlling the effects of educational attainment of mothers, school settings add 4% of the 
variance in students’ mathematics achievement and do not give any addition to the variance 
in students’ Indonesian language achievement. School settings are negatively related to 
students’ academic achievements both in Mathematics and Indonesian language. 
 Model 3 includes only the 6 measures of parental involvement, showing gross effects 
of parental involvement. Four types of parental involvement (parenting, communicating, 
volunteering, and learning at home) have positive effects on students’ mathematics 
achievement. Decision making and collaborating with community have no correlations with 
students’ mathematics achievement and these types of parental involvement are negatively 
associated with students’ mathematics achievement. This model also shows that three types 
of parental involvement (parenting, volunteering, and learning at home) have positive effects 
on students’ Indonesian language achievement, whereas communicating has negative effect 
on students’ Indonesian language achievement. Decision making and collaborating with 
community also have no correlations with students’ Indonesian language achievement and 
negatively related to Indonesian language achievement. In this model, parental involvement 
explains 5% of the variance in students’ mathematics achievement and Indonesian language 
achievement.
 Model 4 adds the same set of demographic variables (educational attainment of 
mothers and school settings) to model 3, showing to what extent the relationship between 
parental involvement and students’ academic achievement is influenced by these background 
characteristics. Controlling for the effects of educational attainment of mothers and school 
settings result in the reduction of coefficients for all six types of parental involvement 
on students’ mathematics achievements. Parenting and communicating are no longer 
significantly associated with students’ mathematics achievements. Decision making and 
collaborating with community have no correlations with students’ mathematics achievement 
and are negatively related to mathematics achievement. The size of the coefficients of 
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volunteering and learning at home are reduced respectively from .26 and .19 in Model 3 to 
.19 and .17 in Model 4. However, the relationship between volunteering and learning at home 
and mathematics achievement remains significant in Model 4. Volunteering shows a slightly 
stronger effect than learning at home on students’ mathematics achievement. This model 
shows that parental involvement only adds 1% of the variance of students’ mathematics 
achievement after controlling the demographic backgrounds (educational attainment of 
mothers and school settings). 
 With regard to students’ Indonesian language achievement, decision making and 
collaborating with community show no correlations to this independent variable. Controlling 
for the effects of educational attainment of mothers and school settings result in the 
reduction coefficients for all six types of parental involvement on students’ Indonesian 
language achievement. In this model, only parenting and learning at home show positive 
effects on students’ Indonesian language achievement. Volunteering has no longer an effect 
on students’ Indonesian language achievement. Decision making is negatively related to 
students’ Indonesian language achievement. The size of the coefficients of parenting and 
learning at home are reduced respectively from .31 and .19 in Model 3 to .20 and .12 in 
Model 4. After controlling the demographic backgrounds (educational attainment of mothers 
and school settings), parental involvement also only adds 2% variance of students’ Indonesian 
language achievement. 
 Overall, the present study reveals that learning at home has small positive effects on 
students’ achievement in mathematics and Indonesian language, while volunteering only 
show a positive effect on students’ mathematics achievement. The educational attainment of 
mothers is also a significant factor predicting students’ academic achievements in Indonesian 
context.
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2.4. Discussion
 The purpose of the present study was to gain insight in the involvement of Indonesian 
parents in their children’s education and how their involvement affects their children’s 
academic achievement. Three questions were investigated: (1) how are Indonesian parents 
involved in their children’s education? (2) how are parents with diverse socioeconomic 
backgrounds involved in their children’s education? (3) how does parental involvement affect 
students’ academic achievements?
 For this study we were able to develop a reliable Indonesian language measure of 
parental involvement in children’s education. With this measure, parent involvement in 
general and involvement related to Epstein’s six types of involvement, in particular, can be 
assessed.
 With respect to the first research question, we found that Indonesian parents were 
more involved in parenting, communicating, and learning at home compared to volunteering, 
decision making, and collaborating with community. This finding suggests that Indonesian 
parents are more strongly involved in their children’s learning at home than at school. This 
finding is different from findings from The Netherlands and USA, where parents with a higher 
degree of education showed significantly more involvement at school (Bakker & Denessen, 
2007; Lee & Bowen, 2006; Xu et al., 2010).
 Regarding the second question, about the involvement of parents with diverse 
socioeconomic backgrounds, we found that parents showed higher levels of involvement 
when mothers had higher levels of education, in particular with respect to parenting, 
communicating, volunteering, and learning at home. With regards to school settings, parents 
in urban schools showed higher levels of involvement than parents in rural schools. In urban 
schools, highly educated parents were more involved in volunteering, decision making and 
collaborating with community than low educated parents. In contrast to urban schools, in 
rural school setting, parents with low education showed higher involvement than their highly 
educated counterparts. This finding could be explained by the fact that parents with high 
education who live in rural areas may be working in the city, working six days a week or having 
double jobs that makes it difficult for them to be participating at school.
 Finally, with respect to the third research question, how parental involvement affects 
students’ achievement, both volunteering (in other studies called school-based involvement 
or participation at school) and learning at home (home-based involvement) although relatively 
small, had positive effects on students’ mathematics achievement. Parenting and learning at 
home showed positive effects on students’ Indonesian language achievement. Interestingly, 
higher involvement in decision making and collaboration with community were negatively 
associated with students’ achievements in mathematics and Indonesian language. A possible 
explanation for this finding is that parents who are more involved in decision making and 
collaborating with community may provide support at school level but less support at home, 
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which may result in lower students’ achievements. In other words, parental involvement 
at home is more child-directed than parental involvement at school and might yield higher 
students ‘achievements. Another interesting finding is that communicating was found to 
have no effect on students’ mathematics achievement and it was negatively associated with 
students’ Indonesian language achievement. This finding is in line with previous studies that 
suggest that low performance may be the cause of an increase in communication between 
parents and schools. It is not parents’ involvement that affects student outcomes, but the 
reverse: student outcomes affect parent involvement (McNeal, 2012). 
 The present study shows the differences in levels of parental involvement from parents 
with diverse socioeconomic backgrounds. Highly educated parents are found to be more 
involved in their children’s education than low educated ones, which supports Bourdieu’s 
cultural capital theory that educational attainment of parents as a form of cultural capital 
enables parents to promote educational success of their children (Bourdieu, 1986). The 
finding is also consistent with Bourdieu’s notion of differences in educational habitus which is 
supported by existing studies (Jaeger, 2011; Lee & Bowen, 2006; Nguon, 2012). Children profit 
from their parents’ cultural capital embedded in their knowledge, language, and mannerism 
or, in Bourdieu’s term, their habitus (Dumais, 2006). Consequently, children whose parents 
are from high socioeconomic status develop better academic skills (Jaeger, 2011). 
 The study finding that shows the positive relationship of mothers’ educational 
attainment and parental involvement is in line with the findings of several existing studies 
(Ho, 2003; Nguon, 2012; Park, Byun, & Kim, 2011). Mothers with high education are assumed 
to have a better ability in creating a supportive learning environment at home and to be more 
involved with the learning process of their children (Nguon, 2012).
 Our study finding that reveals the positive effects of parental involvement (although 
relatively small) on students’ academic achievements are consistent with other existing 
studies (Cheung & Pomerantz, 2012; Kloosterman et al., 2011; Topor et al., 2010; Wilder, 
2014). Especially the effects of home involvement on students’ mathematics and Indonesian 
language achievements is in line with Castro et al. (2015) who argue that the strongest association 
between parental involvement with students’ achievement was found when parents maintain 
communication with their children about school activities and schoolwork and promote the 
development of reading habits which are two practices measured in the parental home 
involvement in this study. 
 The effects in this study are generally small, indicating weak effects of parent 
involvement on student achievement. The weak effects of this study may be due to the 
fact that we have used teacher-specific achievement data at one specific time point. The 
students’ mathematics and Indonesian grades were taken from the mid-term grades of 
the first semester of academic year 2016-2017. The mid-term tests were not standardized 
tests. The only standardized test for elementary school is the final exam for grade 6. Hence, 
in this study we had to standardize the achievement scores within classes, which did not 
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enable the assessment of parent involvement effects between schools, teachers and classes. 
Moreover, Fan and Chen (2001) argue that a stronger relationship of parental involvement 
and students’ academic achievement may be found if the measure of academic achievement 
is a more general type, such as grade point average or combined grades in several academic 
areas. Also, they argue that a weaker relationship between parental involvement and 
students’ achievement is found when the achievement is measured in specific areas, such as 
mathematics and reading. 
 A typical finding of the present study is that parental involvement at home was stronger 
than parent involvement in school. There are some possible factors that might explain why 
Indonesian parents may be less involved at school, in particular in volunteering, decision 
making, and collaborating with the community. First, the educational capabilities of parents, 
especially those with lower educational attainment, may prevent parents from being involved 
in school. Lareau (1987) argues that low educated parents have a low sense of self-efficacy 
when it comes to their children’s education, and tend to rely strongly on the teacher to 
educate their children. Parents with low education may also tend to believe that education 
is a separate process that takes place at school under the responsibility of a teacher, while 
the role of the parents is merely to provide the basic needs of their children and to get them 
to school. These socially defined parental role constructions, however, are subject to change 
(Hoover-Dempsey et al., 2005). 
 Schools can help remove the barriers with regard to cultural capital by establishing home 
and school relationships that focus on the family as the point of departure instead of focusing 
largely on the school (Posey-Maddox & Haley-Lock, 2016). Interventions to increase parental 
involvement can be built on each family’s unique strengths (Valdes, 1996; Hill & Craft, 2003; 
Lee & Bowen, 2006). Schools have to take into account “parents’ assets, interests, varied 
life contexts, and other forms of engagement in the home or broader community” (Posey-
Maddox & Haley-Lock, p. 23). Further, Posey-Maddox and Haley-Lock (2016) suggested 
that both school and parents to engage in “two-way, collaborative dialogues about each 
party’s needs, hopes, and expectations related to family-school relationships and their lived 
realities” (p. 25). Productive partnership between parents and schools is more likely to be 
achieved “when schools understand, acknowledge, and reward all involvement efforts” (Lee 
& Bowen, 2006, p. 215). However, schools and parents cannot do it alone. This approach 
also requires institutional and structural changes, for example providing adequate systems 
of funding and support for public education and employment and other economic supports 
for families. In this way, schools can be more inclusive in enhancing parental involvement 
practices, irrespective of their socioeconomic status.
 However, specific to the Indonesian context, teacher invitation and school emphasis 
on collaborative relationship with parents are also dependent upon some restrictive factors. 
A first possible factor is the power distance between school and parents. This factor, which 
is a well-known dimension of Hofstede’s cultural differences theory (Denessen, Sleegers, 
536057-L-bw-Yulianti
Processed on: 25-9-2019 PDF page: 47
The Effects of Parental Involvement
47
2
Driessen, & Smit, 2001), might explain why parents are less involved in their children’s school. 
In contexts with a large power distance, the division of responsibilities and the hierarchical 
relation between teachers and parents gives little opportunities for parents to be involved in 
school matters.
 Another factor may be the schools’ policy and the role of school leaders. Especially in a 
cultural context with a large power distance, parental involvement may more strongly depend 
on the school’s willingness to give parents a voice in school matters and to act as advocates 
for their children’s learning (Hoover-Dempsey et al., 2005). A strong, transformational school 
leader may stimulate teachers to invite parents to be involved. There is little research on the 
effects of school leadership on parents’ involvement. It would be interesting to examine the 
role of school leadership on parental involvement in children’s education in further research. 
 To conclude, this study on parental involvement in Indonesia gave insights into the 
validity of theoretical frameworks on parent-school partnerships across cultures. It also gave 
insights in typical patterns of parental involvement and the effects on student outcomes in 
the specific context of Indonesia.
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Abstract
Despite a growing body of research on parental involvement and its effects on students’ 
academic achievements, our knowledge about the mechanism of parental involvement in non-
Western contexts remains scarce. Our study addresses this gap by exploring the factors that 
motivate parents from different socioeconomic status and educational levels to be involved in 
their children’s education in Java, Indonesia. We further explored how parents were involved 
and what challenges they faced in their involvement. The analysis is embedded in Hoover-
Dempsey and Sandler parental involvement motivation model. Sixteen parents in eight 
elementary schools in urban and rural areas in Java, Indonesia participated in this interview 
study. We found differences in parents’ expectations and aspirations for their children’s 
education and in their perceptions of their obligations and responsibilities regarding their 
children’s education. These differences were related to parents’ socioeconomic background 
and also to the urban and rural community contexts. Although all parents felt welcome 
at school, some highly educated parents reported lack of power and lack of opportunity 
for active parental involvement at school regarding their school-based involvement. As is 
typical for a collectivist culture such as the Indonesian society, this study points to the shared 
responsibility of some Indonesian parents for the education of other than their own children 
in the local community. 
Keywords: parental involvement; Indonesia; elementary school; motivations
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3.1. Introduction
Positive effects of parental involvement on student academic success have been recognized 
by teachers, schools administrators, and policy makers across educational settings (Graves 
& Wright, 2011; Larocque, Kleiman, & Darling, 2011; Nguon, 2012; Topor, Keane, Shelton, & 
Calkins,  2010; Wilder, 2014). Indonesia is not an exception to this effort. There are Indonesian 
government regulation and national education laws that aim to regulate family and community 
participations in the school system.1 According to the laws, community participation includes 
the participation of individuals, groups, families, professional organizations, entrepreneurs, 
and community organizations in the implementation and quality control of education services. 
The community has the right to participate in the planning, implementation, monitoring 
and evaluation of education programs. There is some research on parental involvement in 
Indonesia in specific contexts. For example, Fitriah, Sumintono, Subekti, and Hassan (2013) 
studied participation of parents in school committees in two public schools in Depok, West 
Java and Karsidi, Humona, Budiati, and Wardojo (2013) studied parental involvement in 
five senior high schools in urban and rural areas in Karanganyar, Central Java. These studies 
indicated that there was lack of parental involvement in children’s education in those specific 
contexts and that the role of parents in school committees is limited. A study of Van der Werf, 
Creemers, and Guldemond (2001) showed that an intervention program to increase parental 
involvement at primary schools as part of a school improvement project in Indonesia was 
quite effective in improving students’ achievements. In the present  study, we were interested 
in studying parental involvement in a larger regional geographical area to examine parental 
involvement in the contexts of urban and rural areas in Jakarta, West  Java, and East Java. The 
study is a small-scale qualitative follow-up interview study of a large scale quantitative survey 
study in urban and rural school settings in Java (Yulianti, Denessen, & Droop, 2018). With 
the present study we wanted to exemplify parents’ views and experiences regarding their 
involvement in their children’s education. 
 In this previous large scale survey study on the effects of parental involvement on children’s 
education in Indonesia, we have shown that Indonesian parents’ educational attainment and 
parental involvement at home have positive effects (although relatively small) on elementary 
school students’ academic achievements (Yulianti, Denessen, & Droop, 2018). The study also 
revealed that Indonesian parents were more strongly involved in their children’s learning at 
home than at school, that parents in urban schools showed higher involvement than parents 
in rural schools, and that parents with middle and high levels of education showed higher 
level of involvement than parents with low levels of education. Interestingly, parents with 
low levels of education in rural schools reported slightly higher school-based involvement 
(volunteering, decision making, and collaborating with community) than parents with higher
1  E.g. the Indonesian government regulation number 17 of 2010, the Law of the Republic of Indonesia on the National Education 
System Number 20 of 2003 Chapter IV Article 8 and Article 56.
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 levels of education. This quantitative study answered some questions regarding differences 
in the involvement of Indonesian parents with various socioeconomic backgrounds in 
different geographical contexts. However, these findings raised new questions, such as: Why 
do these differences exist? What are relevant parental and school factors that can explain 
these findings? We do not know the answers, because research on these issues in the 
Indonesian context is scarce. Therefore we designed an interview study with parents with 
various backgrounds in different parts of Java to further examine the observed differences in 
parental involvement. We used the parental involvement model of Hoover-Dempsey and her 
colleagues (Hoover-Dempsey & Sandler, 1995; 1997; Hoover-Dempsey et al., 2005) to help us 
understand parental involvement differences between socioeconomic groups in Indonesia, 
specifically in urban and rural areas in the Java context. 
3.1.1. Research context: Urban and rural areas on the island of Java
Indonesia is a large country which is ranked 4th in population in the world; the estimated total 
population is over 256 million people. This large country (17th largest of the world) consists 
of thousands of islands, including the five biggest islands. In this study, we focus on Java, 
the most densely populated large island in Indonesia. To be more specific, this study was 
conducted in urban and rural elementary schools in three provinces in Java, respectively 
Jakarta (the capital of Indonesia), West Java, and East Java. Urban and rural settings have 
their own characteristics that may influence parents’ motivation to be involved and how they 
are involved in their children’s education. For example, the pace of life in urban areas is fast 
while in rural areas this is more relaxed. There are also differences in parents’ socioeconomic 
and sociocultural conditions between urban and rural areasin Indonesia. Parents in urban 
areas, for instance, usually have higher educational levels than parents in rural areas. With 
respect to occupations, parents in urban areas tend to be predominantly engaged in trade, 
commerce, and services, while parents in rural areas are mostly engaged in agricultural work. 
In terms of life values, people in rural communities tend to be more traditional and religious. 
Rural areas, for example, are characterized by strong communities compared to more 
individualized urban areas. Empirical data on the life contexts in urban and rural contexts 
in developing countries show that urban culture can be described in terms of “the greater 
dependence on cash income and the lower reliance on agriculture and natural resources; 
the higher percentage of women-headed households; the greater involvement of women 
in income-generating activities outside the home; the smaller family size and weaker social 
and family networks; and the resulting limited availability of affordable alternative childcare”, 
but also “greater availability of food, housing arrangements, health services, and possibility 
of employment opportunities” (Smith, Ruel, and Diaye, 2005, p. 1286). In addition to these 
findings, Smith et al. found women in urban areas more likely to have completed formal 
schooling and to possess more decision-making power relative to their spouses than women 
in rural areas. These observed urban-rural differences may well influence the parents’ 
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involvement in their children’s education and their motivations underlying their involvement. 
The parental involvement model by Hoover-Dempsey and her colleagues (Hoover-Dempsey 
& Sandler, 1995; 1997; Hoover-Dempsey et al., 2005) provides a useful theoretical model to 
understand the motivational dimensions of parental involvement in education. 
3.1.2. Understanding differences in parental involvement motivations and 
practices
Hoover-Dempsey and her colleagues have provided a model of parental involvement that 
identifies three major sources of motivation for involvement: Parents’ role constructions, 
parents’ sense of efficacy for helping the child succeed in school, and perceptions of general 
invitations, demands, and opportunities for involvement. First, parents construct their roles 
generally from their personal experiences and expectations and those of others around them 
(e.g. their parents and friends). Parents’ role constructions influence parents’ actions related 
to their children including their decisions about involvement in their children’s education 
(Hoover-Dempsey & Sandler, 1995; 1997; Hoover-Dempsey et al., 2005). Drummont and 
Stipek (2004), who studied low-income African-American, Caucasian, and Latino parents 
of elementary school students, showed that parents’ role construction as involved parents 
indeed was associated with helping their children in reading and mathematics. 
 Second, according to Hoover-Dempsey and Sandler (1995), parents’ sense of efficacy 
for helping their child succeed in school means that “parents believe that they have the skills 
and knowledge necessary to help their children, that the children can learn what they share 
and teach, and that they can find alternative sources of skill or knowledge if and when they 
become necessary” (p. 314). Consistent with the sense of efficacy theory, several studies 
reported that parents’ confidence in their ability to help with homework was associated with 
their involvement practices (e.g. Cooper, Nye, & Greathouse, 1998; Green, Walker, Hoover-
Dempsey, & Sandler, 2007; Yamamoto, Holloway, & Suzuki, 2016). 
 Third, general invitations, demands, and opportunities may come both from children and 
their schools (Hoover-Dempsey & Sandler, 1997). According to Hoover-Dempsey et al. (2005) 
invitations from children may appear as “a function of age, performance, or characteristics 
patterns of parent-child interaction” (p. 201). The declines in parental involvement associated 
with age are usually in consequence of changes in the level of academic work, changes in 
parents’ beliefs about their ability to help their children to learn, other specific developmental 
changes in the children (for example, younger children in general are prone to be dependent 
on their parents, while older children need recognition for more independence and 
autonomy). Children’s academic performance could also influence parents‘ decisions about 
involvement. Several studies showed that parents of students with high levels of academic 
performance reported more school-based parental involvement and specific involvement 
actions than parents of students with lower achievements (e.g. Dauber & Epstein, 1993; 
Delgado-Gaitan, 1992). On the other hand, parents of at-risk students reported to have 
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more frequent contacts with the teachers due to their children’s low academic performance 
(McNeal, 2012). The patterns of parents-children interaction may also influence involvement 
decisions: positive parents-children relationships are likely to strengthen involvement, 
whereas conflicted relationships are likely to depress involvement. Parents’ perceptions of 
teacher and school invitations are determined by teachers’ practices and school-wide efforts 
to create an inviting climate for involvement (Hoover-Dempsey & Sandler, 1997). Parents’ 
perceptions of teacher invitations were associated with parental involvement both at home 
and at school (Deslandes & Bertrand, 2005; Yamamoto, Holloway, & Suzuki, 2016).
3.1.3. The present study
To sum up, as we have mentioned above, through our previous study we have learned that 
there were differences in parental involvement in children’s education in urban and rural 
areas in Java, Indonesia. However, we do not know why those differences exist. Hence we 
attempted to answer the question through this qualitative study. Following the parental 
involvement model of Hoover-Dempsey (1997), the present study aims to provide insights 
into motivations, practices, and barriers to parental involvement of different socioeconomic 
groups in Indonesia in particular in urban and rural settings in Java. This study attempts to 
answer these questions: 1) What are the factors that motivate parental involvement in their 
children’s education? 2) How are parents involved in their children’s education? 3) Which 
barriers to parental involvement do parents perceive? The answers to these research questions 
can provide valuable information and recommendations to teachers, educators, and policy 
makers in Indonesia about what needs to be done in order to encourage involvement from 
parents from different socioeconomic backgrounds in urban and rural contexts. 
3.2. Method
3.2.1. Research context
The study was conducted in three provinces in Java, respectively Jakarta, West Java, and East 
Java. Java is the most densely populated island in Indonesia and is a melting pot of different 
people and cultures. An estimated 56.57% of Indonesia’s population (or 148,138,800 people 
) live on this island in 2017 (BPS, 2017). There are six provinces on this island (Jakarta, West 
Java, East Java, Yogyakarta, Central Java, and Banten). Jakarta, West Java, and East Java are 
the most populated provinces. 
3.2.2. Participants
 The participants in this study were selected from 8 of 18 participating schools in our 
previous large scale questionnaire study (see the sampling procedure in Yulianti, Denessen, 
& Droop, 2018). These schools were selected to represent the contextual characteristics 
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that we addressed in the introduction. Besides two urban schools in Jakarta, we sampled 
urban and rural schools in West and East Java. We invited parents of diverse backgrounds 
in terms of socioeconomic backgrounds and educational levels (as they mentioned it in the 
questionnaire in our previous study). There were sixteen parents (twelve mothers and four 
fathers) who participated, one parent per student. To prevent the sample to consist only of 
mothers, fathers who were involved in school committees were invited to participate in this 
study. The age of the children of these parents ranged from 7 years to 11 years old. Students 
in public elementary schools in Indonesia including the children of these participating parents 
did not pay to attend school. Table 1 presents the demography of the participating parents in 
the present study.
Table 1 Participants
School Region Number of 
Participants
Role Educational Attainment Occupation
1 Jakarta 2 Father PhD University professor
Mother Master’s degree Employee at a private 
bank
2 Jakarta 2 Father Junior high school Unemployed
Mother Unfinished elementary 
school
Food street vendor
3 West Java-Urban 2 Father Master’s degree Consultant
Mother Vocational high school Housewife
4 West Java-Urban 2 Mother Bachelor’s degree Housewife
Mother Junior high school Factory worker
5 West Java-Rural 2 Mother Never attend school Farm worker
Mother Unfinished elementary 
school
Food street vendor
6 East Java-Urban 2 Mother Bachelor’s degree Kindergarten teacher
Mother Senior High school Housewife
7 East Java-Rural 2 Mother Senior High school Informal teacher
Mother Never attend school Housewife
8 East Java-Rural 2 Mother Junior High School Housewife
Father Senior High School Factory worker
3.2.3. The interview protocol
The semi-structured interview protocol used for this study, in particular the questions about 
factors that motivate parental involvement, was mainly derived from the Hoover-Dempsey 
and Sandler model of parental involvement (1997). In addition, we asked parents about their 
home and school involvement practices and the challenges or barriers to their involvement. 
Hence, the interview protocol consisted of questions about: 
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 1) factors that motivate parental involvement 
  a. parents’ role construction
  b.  parents’ sense of efficacy for helping their children to succeed in school
  c. parents’ perceptions of invitations for involvement 
 2) how parents are involved at home and school
 3) barriers to involvement 
3.2.4. Procedure of data collection
After parents were selected, they were invited for the interviews in the schools. All invitations 
were accepted by the parents. There were 16 interviews that conducted individually with 
each parent. The interviews were conducted between October and December 2016. The 
interviews were conducted in the Indonesian language and lasted between 20 to 45 minutes. 
All interviews were audio-recorded with permission of participants.
3.2.5. Data analysis
 During the interviews and data analysis, the first author positioned herself as both 
insider and outsider, or as Dwyer and Buckle (2009) call it, a ‘space-in-between’. As an 
insider, she positioned herself as someone who shared the same identity with participants 
particularly in West and East Java as a person with Javanese and Sundanese origins. To make 
parents feel comfortable during the interviews, although she did not speak Sundanese and 
Javanese well, she spoke with a little bit of Sundanese accent, while with parents in East Java, 
she used some polite Javanese words. According to Dwyer and Buckle (2009) an “insider 
role status frequently allows researchers more rapid and more complete acceptance by their 
participants. Therefore, participants are typically more open with researchers so that there 
may be a greater depth to the data gathered” (p. 58). In line with Syahril (2016), the first 
author benefited greatly from being an insider because the participants seemed to be very 
comfortable and open with her during the interviews.
 Simultaneously, the first author positioned herself as an outsider. She introduced herself 
to parents who participated in this study that she was not a representative of the schools or 
the government, but she was a researcher who conducted the interviews for her doctoral 
study and asked the participants to be as honest as they could be, told them there were 
no right or wrong answers, that their’ responses and anonymity were guaranteed, and that 
their answers were valuable for their children’s education and for the improvement of home-
school partnership in Indonesia. 
 Once the data were collected, the next step was transcribing the materials. For accuracy 
purposes, the researcher chose to follow a simple transcription approach which means simply 
transforming the spoken word that has been recorded into the written word verbatim (word 
for word) without any attempt to correct what was said (Langdridge & Hagger-Johnson, 
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2009). Then, all verbatim data were translated into English. The verbatim data were coded 
with axial coding based on the dimensions and sub-dimensions of the parental involvement 
motivations model (Hoover-Dempsey & Sandler, 1997), parental involvement practices, 
and barriers to involvement as mentioned in the interview protocol. After the data were 
coded, we summarized the responses to the questions per research question. We compared 
parents’ responses in the context of the geographical area and their educational background 
and looked at commonalities and typical differences among them. 
3.3. Results
Below, we present the results of our analyses in response to each of our research questions 
in this study. In the first section, we present the factors that motivated parents to be involved 
in their children’s education. Then, in the second section, we discuss parents’ involvement 
in their children’s education. In the last section, the barriers to parental involvement that 
parents experienced are presented.
1. Factors that motivated parental involvement
1a. Parents’ role construction 
With regard to parents’ role construction we distinguished parents’ aspirations regarding the 
school career of their children, their hopes for their children’s future, parents’ beliefs about 
what they should do in relation to their children’s education, and parents’ beliefs about how 
their children should develop. Parents’ aspirations and hopes for their children’s education 
are essential precursors for being involved in their children’s education. When parents have 
high aspirations and hopes for their children’s education, then parents might see their role is 
important so that they become involved. Below we will exemplify these factors. 
 Educational aspirations
 In response to the question about the educational attainment of their children that they 
aspired for, most parents - irrespective of their educational attainment, socioeconomic status, 
and geographical area, had high aspirations for their children’s educational attainment and 
allowed their children the freedom to choose. A highly educated father in Jakarta expressed 
this quite keenly: 
  We hope all of our children will finish college. However, we never force our children to 
follow or pursue what we want them to be. We just need to support them. For example, 
my eldest daughter is passionate in interior design, so that she studied in a school of 
interior design. Now, she has become an interior designer. 
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 However, the educational aspirations parents have for their children are shaped by their 
contexts. Two mothers with low levels of education in urban and rural areas pointed out a 
lower aspiration for their children’s educational attainment due to their financial situation. A 
mother who did not finish elementary school in Jakarta stated:
  Her brother dropped out of high school because I was ill. He became a bus conductor 
to support us financially. Once a month he sends me some money. I hope this will not 
happen to my daughter. I hope she can finish high school. Going to college seems 
impossible since we don’t have enough money. 
 Parents’ hopes for their children’s futures
 In the interviews, parents were asked about their hopes for their children’s futures 
with their education. This question engendered a range of responses. For the working-class 
parents or parents with low levels of education, the dominant emerging theme was that their 
children would have a better life than their own. Meanwhile, to be financially independent 
was an important theme which in particular arose across some parents with low and middle 
educational level. The same mother who did not finish elementary school in Jakarta pointed 
out:
  Maybe, graduating from high school can help her to get a job. I don’t dream she will be a 
doctor or engineer. As long as she can get a job and earn money so that she is financially 
independent, I will be very grateful. 
 An interesting response reflected a social problem of girls marrying at a young age in 
rural areas came from a father with middle educational level in a rural area in Pasuruan, East 
Java. He hoped that education could be the solution to this problem and that it would help to 
empower girls in the village.
  In this village, people are married really young, about 17 years old. Many parents still 
think that their daughters will lessen their burdens by getting married at a young age. I 
think this is wrong because those girls are not mentally ready. And because they are not 
ready, they cannot be a good parent for their children. This creates another problem in 
the society. I do not want my daughter to be like them. I will do my best so that she can 
pursue an education as high as possible. 
 Broader educational goals (related to citizenship and personal development) than 
obtaining a high level of education were stressed by some parents, mainly highly educated 
parents. A mother who has a master’s degree in Jakarta, for example, stated:
  I want them to be good humans with strong characters, for example kind, honest, having 
integrity, becoming a leader at least to them. Their success is not my concern. Moreover, 
life is not about being successful and happy all the time. I also want them to be resilient. 
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 Parents’ beliefs 
 Differences in parents’ beliefs were apparently influenced by their own parents’ 
educational levels and socioeconomic backgrounds. In particular the parents of highly 
educated parents in this study became their role model and greatly influenced how they 
valued education. A highly educated father in Bandung shared this with us:
  My father had a great influence in my life. I was raised in a military way. His upbringing 
prepared me to be ready for my future. My father was more involved in teaching me 
science and in how to be networking. My father spoke six languages and emphasized 
the importance of mastering foreign languages to his children. My mother’s role was in 
character building and religion education. 
On the other hand, life adversity played a role in shaping the beliefs of parents with low and 
middle levels of education. A mother who graduated from junior high school in Bandung, 
urban West Java stated:
  Yeah…our life adversity taught me that my son should be better than us, his education 
should be higher than us so that his future life will also be better. That is why the first 
thing I do at home after work is checking my son, whether he has done his homework 
and asked him what he studied today at school.
 Especially parents with middle and high levels of educational expressed beliefs about 
how their children should develop. These parents had well-developed ideas about the main 
values and personal qualities that their children should have for their future. A working 
mother with a master’s degree in Jakarta pointed this out in the interview:
  We want our children to build strong characters such as being honest, kind, having 
integrity, being a leader, at least for themselves. The characters that our society is 
missing nowadays. With regard to success, it is relative. In addition, in life we can’t 
always get what we want. I also want my children to be resilient and persevere. I’m 
grateful that my husband and I are on the same boat, we share the same visions. 
 All parents irrespective of their educational levels and area believed that they had an 
important role in their children’s education. However, in the families where both mothers 
and fathers were highly educated and had full-time jobs, parents seemed to share equal 
responsibilities in raising the children. A working mother with high level of education in 
Jakarta shared this:
  We believe that we both must be involved in our children’s education. During family 
dinner we talk about our children’s school activities. Then after dinner we check with 
our children whether they have done their homework and accompany them studying 
for tomorrow’s class. We also do enjoy our quality family time in the weekends by just 
staying at home or watching movies at the cinema.
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 Meanwhile in the family where only the fathers worked and the mothers had at least 
middle educational level, mothers spent more time with the children and more involved in 
their children’s learning. A full-time mother with high level of education in Bandung, the 
capital of West Java told this to us:
  We know that we both must be involved, however since I am a full-time mother and 
my husband has a full-time job, I am the one who is mostly involved. For example, I 
accompany my daughter studying or doing homework every day. When I have a difficulty 
helping her, then I ask my husband to help her. 
 Parents with low levels of education also believed that they had an important role, 
however due to their perceived educational incapability and economic condition, they 
reported that they could only provide motivational support to their children. A mother who 
never attended school, in rural Pasuruan, East Java, told us:
 I often remind my son to study hard so that he can be smart, that is all that I can do. 
1b. Parents’ self-efficacy for involvement
Although all parents agreed that they were responsible to provide good education and that 
good education was important to shape their children’s futures, parents from different 
educational levels varied in the self-efficacy for involvement in their children’s education. 
Parents who were at least senior high school graduates reported confidence in their ability 
to be involved. A mother who was a vocational high school graduate in Bandung, urban West 
Java, described this: 
  Thank God, although I only graduated from a vocational high school, I can still help my 
daughter with homework. Since I am a full-time mother, most of the time I have time to 
accompany her studying at home.
 Contrary to these parents, parents with low levels of education reported a lack 
of confidence to be involved both at home and at school. The mother who did not finish 
elementary school in Jakarta said this: 
  I ask her elder sister who is now studying at junior high school to help her with homework. 
I am not involved in school either. Even if I come to the school activities, I cannot do 
anything. I did not even complete elementary school, only finished grade 2. 
1c. Parents’ perceptions of invitations to involvement
All parents felt that they were welcome at school. However, parents in urban areas especially 
in the predominantly middle-high socioeconomic status schools reported more involvement 
in school than parents in rural areas. Besides parent-teacher conferences, annual meetings, 
and holy day celebrations, schools invited parents to school events such as seminars for 
parents, student exhibitions, and the end-of-year school assembly. Parents in these schools 
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also received teachers’ invitations to organize class field trips. A highly educated father who 
was a school committee member in Jakarta described parental involvement in his child’s 
school:
  In general, school regularly invites parents to attend parent-teacher conferences twice 
in every semester, an annual meeting before the new academic year starts, religious 
celebrations such as Idul Fitri and Idul Adha [Sacrifice Feast in Islam where Muslims 
sacrifice animals - in Indonesia most common are male goats - and give away the meat 
to the poor and needy], and assisting teachers in organizing class field trips. School also 
held seminars for parents, e.g. a seminar about handling pre-teen kids. This seminar was 
intended for parents of grade six. The speaker was a psychologist who was a colleague 
of my wife. 
 Parents who were more self-confident perceived schools’ invitations as rather limited. 
In the interviews, parents who were university graduates expressed that they wanted to be 
involved in their children’s education in an important way. Despite their active involvement in 
their children’s schools, parents reported concerns that their children’s schools and teachers’ 
invitations were limited to parents’ assistance in school activities. Teachers have never invited 
parents to be a volunteer in classroom activities such as reading to the class or planning class 
learning activities. A highly educated father in Bandung, urban West Java complained:
  I have a plan to develop a parent-as-teacher-volunteer program. The principal is actually 
quite open to my idea but teachers, especially senior teachers, are resistant. They make 
excuses that this program will decrease their teaching hours which is one of teacher 
certification requirements. I’ve tried to convince them that this program has nothing to 
do with their teaching hours, and in fact it will help them, and yet they still refuse it. 
 On the other hand, parents with low levels of education in urban schools and parents 
in rural schools reported limited invitations to involvement. Schools only invited them for 
parent-teacher conferences, holy day celebrations, and celebrations of National Days such as 
students’ carnival on Indonesia’s Independence Day. 
 Parents also reported that teachers in their children’s schools really cared about their 
children. A mother who did not finish elementary school in a rural area in West Java shared 
with us the following story:
  Once my son did not want to go to school. Then, his teacher came to visit us and 
persuaded him to go back to school. The next day she came to pick up my son. She also 
asked me to take my son to school every day until he wanted to go to school on his own. 
 No parents of different educational levels and across geographical area reported any 
teacher invitation for home reading activities. Yet, parents in some urban and rural schools 
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stated that that their children’s Islamic religion teachers assigned their Muslim students to 
make a weekly report of Al Quran reading at home. 
2. How parents are involved in their children’s education
Regarding how parents are involved in their children’s education, we distinguished home-
based parental involvement and school-based involvement. We present them below.
2a. Home-based parental involvement
There were differences in home-based parental involvement reported by parents with 
different educational levels. Parents who had middle and high levels of education were more 
involved in their children’s education at home. 
 Helping with schoolwork
 As mentioned earlier, all parents who at least graduated from high school reported 
helping their children with schoolwork or sending their child to a private tutor when they do 
not have the time to do it themselves. A mother who was a high school graduate in urban 
Pasuruan, East Java, told us the following: 
  My daughter is a bit shy, introvert, but she is a self-regulated learner. I don’t have to 
remind her to study hard. I always accompany her studying and help her with homework, 
if necessary. But now we have a baby and she is in a higher grade where mathematics 
and science subjects are getting more difficult. It’s a bit difficult for me to focus on her. 
Luckily we have a neighbor who gives private tutorials, so that I can send my daughter 
to study with her.  
 Parents with low levels of education seemed to seek more help from others, for example 
the elder siblings of the child, the uncles or aunts, and neighbors. A mother in a rural area of 
Pasuruan, East Java, who never attended a school shared with us the following:
  I often remind my son to study hard. That’s the only thing I can do. I never attended 
school, while my husband only attended elementary school. I often ask my neighbor to 
help my son with his homework.
 In a community centered contexts, such as the rural areas in Java, parents not only feel 
responsible for their own child, but also for those of other parents. A mother in a village in 
Pasuruan, East Java, who was a high school graduate reported that she had been an informal 
teacher in her neighborhood: 
  I am involved in my son’s learning at home for sure. In fact, I give private tutorials at 
home for our neighbors’ children. They study with me almost every day after Maghrib 
prayer. My intention is only to help them since in this village, many parents have low 
levels of education and thus they are not able to help their children study. However, 
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some mothers are eager to learn. They sometimes come to study mathematics with me 
so that they can help their children afterwards. I just want to help, don’t mean to get 
money. Yet, parents sometimes give me money, some kilograms of sugar and rice, it’s all 
up to them, I never ask. 
 Reading and watching movies
 Besides doing homework, reading and watching movies together were the most 
frequently reported activities at home by parents who were university graduates, while other 
parents did not mention such activities at home. The highly educated parents said that they 
had family reading time and watched movies together at home on the weekends or once in a 
while at the cinema. A highly educated father in Jakarta stated:
  We both love reading and we transfer it to our children. However, sometimes I can’t be 
with them during our family reading time since I have to teach an evening class. We also 
have movie time on Sunday followed up with family time where we can discuss anything. 
 Children’s after-school activities
 Children’s after school activities were strongly related to parents’ religions, socioeconomic 
backgrounds, and parents’ role construction (parents’ beliefs, hopes, and aspirations for their 
children). For instance, irrespective of parents’ socioeconomic status and educational levels, 
Muslim parents reported reading Quran as one of their children’s after-school activities. 
Other after-school activities were related to parents’ socioeconomic background and 
parents’ role construction. Parents’ role constructions influence their decisions and actions in 
their involvement. Students whose parents had middle and high levels of education in urban 
areas were engaged in various and structured after-school activities, for example joining an 
English course, piano lessons, or a cooking class during school holiday, learn to read Al Quran 
(since they were Muslims), swimming, and martial arts lessons. These children’s after-school 
activities showed that parents had considered how their current efforts would help their 
children in the future. A mother who graduated from college in urban West Java stated this:
  My daughter has English course twice a week. She also learns to read Al Quran at the 
mosque once a week. I think these activities are important for her. 
 Parents with middle and low levels of education reported limited choices of after school 
activities such as learning to read Al Quran, playing games at the play station centers, playing 
soccer, and watching TV. A mother in Bandung, the capital of West Java who graduated from 
junior high school and worked as a factory worker stated:
  I can’t monitor my son while I’m working at the factory. Moreover, we live with our 
extended family and his grandmother spoils him. He likes wasting money on PlayStation. 
I don’t know how to stop his addiction to PlayStation. 
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 Specific to the rural areas of Pasuruan, East Java, in this study, children’s outside of 
school activities did not really vary in their after school activities, because they were obliged 
to attend Madrasah (Islamic-based school) in the afternoon after attending the regular 
school in the morning. The majority of the population of Pasuruan regency is Muslim. In 
fact, Pasuruan is well-known as a “santri”-area (santri is a student at pesantren, a traditional 
Islamic boarding school), because it contains a lot of pesantrens. A mother in a rural area of 
Pasuruan described how children in her village did not have much time for other activities 
than attending two schools from Monday to Saturday: 
  Since attending Madrasah after school is compulsory, children here don’t have much 
time to do anything else. It’s even difficult for us to visit our family or relatives who live 
in other places. Doing two schools a day has already consumed their time and energy …. 
My son’s only time to play with his peers is on Sundays. He can also play games on my 
tablet on Sundays.
 Provision of supplementary materials
 Parents with middle and high levels of education across school settings reported that 
they provided supplementary materials, such as an encyclopedia and games on tablets to 
support their children to learn. The mother who was a high school graduate and had been an 
informal teacher in her neighborhood in a rural Pasuruan, East Java, explained:
  I have a tablet and internet connection to support my child and other children in the 
neighborhood to study. I often browse Google to help them with homework.
 Motivational support
 Regardless of their educational levels and socioeconomic status, parents reported that 
they provided motivational support to their children to succeed at school. A mother who 
graduated from a vocational school in urban West Java pointed out:
  Usually when we have dinner or during the breakfast before she goes to school my 
husband and I give her our advice to motivate her to study well at school. If she does 
well in tests, we give praise, if she doesn’t we encourage and convince her that she can 
do better next time. Yet, we never push her to be the best student in class, instead we 
advise her to do her best. 
2b. School-based involvement
The interviews revealed that there were differences in school-based involvement of parents 
in urban and rural areas. Parents in urban schools reported more school-based involvement 
than parents in rural schools. However, parents’ school-based involvement in both settings 
was  limited to attending parent-teacher conferences and school events and assisting teachers 
in out-of-school activities such as coordinating field trips. No voluntary classroom activities 
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as stipulated by the laws related to community participation in education were reported by 
the parents.
 Attending parent-teacher conferences
 With respect to school-based involvement, attending parent-teacher conferences 
was the most common activity that parents in this study reported, regardless of the school 
settings and parents’ educational levels. Most of the schools invited parents to attend the 
parent-teacher conferences four times a year or twice in every semester. 
 Attending school events
 Most parents in this study reported that besides attending parent-teacher conferences, 
they were also involved in school events such as helping their children to participate at school 
carnivals and Indonesia’s Independence Day and holy day celebrations. A father who was the 
head of a school committee in Jakarta told us this:
  Once a year, we celebrate Idul Adha. We give away the meat to the poor students in this 
school. 
 Parents in other urban schools reported that they attended more various school events. 
Other than school carnivals and holy day celebrations, these parents also attended seminars 
for parents that were initiated by the school committee, student exhibitions, and year-end 
school assembly. 
 Coordinating field trips
 Parents in urban areas reported their involvement in coordinating field trips, for example 
field trips to museum and botanical gardens. A father who held a doctoral degree and an 
active member of the school committee in Jakarta shared this with us:
  Teachers involve parents to organize class field trips. Parents are in charge of providing 
meals, transport, and accommodation. Teachers focus on preparing the field trip 
activities for the students. My wife is usually involved in coordinating field trips. I’m more 
involved in the school committee particularly in monitoring the implementation of the 
school academic programs.
 However, this father also reported that parents put too much pressure on teachers in 
order to get their children into a top public high school in Jakarta. 
  There are a lot of parents especially parents of sixth graders who force teachers to give 
students more study hours. They want their children to be accepted at the perceived best 
school in Jakarta. I am against them and try to make them realize that going to the so-
called best school is not the most important thing to their children.
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3. Barriers to parental involvement
Regarding the barriers to parental involvement, highly educated parents and parents with low 
levels of education perceived different barriers. Some parents with low levels of education 
reported barriers to both, home-based and school-based involvement, which partly were 
caused by their low self-efficacy to help their children to learn, These parents’ barriers were 
their perceived educational incapability and low self-efficacy, inflexibility of work hours, and 
financial barriers. On the other hand, highly educated parents only reported lack of power 
and lack of opportunity for active involvement at school as barriers to their school-based 
involvement.
3a. Barriers to parental involvement as reported by parents with low levels of education
Barriers to home-based involvement: Educational incapability and self-efficacy
In the interviews, parents with low levels of education expressed doubts about their 
educational capability. These parents indicated that they depended on others (their elder 
child, the uncle and aunt of the child, or their neighbor) to help their child learn. As one 
mother in a rural area of West Java stated:
  I never attended school and am illiterate, so that I can’t help with her study. I ask her 
elder sister to help her with homework.
Parents with low levels of education also showed their self-doubts to educate their child. For 
example, as mentioned earlier a mother who was junior high school graduate in urban West 
Java said that she did not know how to handle her son’s addiction to PlayStation. 
Barriers to school-based involvement (1): Educational incapability and self-efficacy
Doubts about educational incapability and self-efficacy were also reported by a parent with 
low level of education as a barrier to her school-based involvement. As one mother in Jakarta 
stated:
  I did not finish elementary school, so even if I attended my child’s school activities, I 
would not do anything. I don’t know anything. 
Barriers to school-based involvement (2): Inflexibility of parents’ work hours
 Parents with low levels of education not only stated that they were unable to be 
involved in their children’s education because they lacked capability, but also because of the 
inflexibility of their work hours that prevented them to be actively involved in their children’s 
school activities. The mother who never attended school and worked as a farm hand in rural 
West Java stated:
  I cannot leave the paddy field. If I work less than the work hours, I will not receive full 
wage. 
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Barriers to school-based involvement (3): Financial barriers
 Another barrier to involvement for parents with low levels of education and 
socioeconomic status is their economic struggle that also prevented them to be present in 
their children’s school activities and prevented the child to go to school. The mother who was 
an elementary school dropout in Jakarta shared with us the following:
  I’m a single mother. My husband left me. I raise my children on my own. I earn money 
by selling street food. Sometimes, I have money but more often I don’t. When I was sick, 
my daughter could not go to school because I did not have money. She had to take public 
transport to go to her school. Her teacher and other parents came to visit us. They gave 
me and my daughter money so that she could go to school by public transport and to buy 
food. 
3b. Barriers to school-based involvement as reported by highly educated parents
Lack of power 
 Some highly educated parents were critical and wanted to be more involved in school, 
in particular in the school committee. A father who held a master’s degree and the head of 
the school committee in urban West Java shared his concern with us:
  Ideally, based on the regulation and laws about family and community participation, the 
school committee is a school partner. Their position should not be below the principal 
and teachers. But in reality, our role is limited only to assisting school and giving inputs. 
Committee should also function in controlling/monitoring, maintaining communication 
between teachers and parents, and supporting the school. 
Lack of opportunity for active involvement at school
 As mentioned earlier, highly educated parents also reported that they wanted to be 
more actively involved at school, for example to voluntarily teach in their children’s class. 
However, they found teachers were resistant to this idea and did not allow parents to 
demonstrate this type of involvement.
3.4. Discussion
In the present study we investigated: 1) the factors that motivated parents to be involved in 
their children’s education, 2) how parents were involved in their children’s education, and 3) 
parents’ perceived barriers to their involvement in their children’s education. We conducted 
this study through interviews with parents to get a better understanding of the mechanisms 
of parental involvement in elementary schools in urban and rural areas in Java, Indonesia. 
 Parents’ aspirations for their children’s education, as an indicator of their motivation 
to become involved in their children’s education showed some commonalities among the 
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parents. Most parents, irrespective of their educational background or the geographical 
context, had high aspirations for their children’s education; they aspired that their children 
would go to college. With regard to parents’ beliefs about the importance of education, all 
parents shared the same beliefs that good education was important to their children’s futures. 
However, interesting differences were found in parents’ hopes with their children’s futures. 
Parents with low and middle educational levels viewed education as a means to improve 
their children’s future life, while highly educated parents had a broader view of education 
as a means to contribute to society. Differences were also found in parents’ beliefs about 
what they should do in relation to their children’s education and their beliefs about how 
their children should develop. The beliefs of highly educated parents were shaped by their 
own parents, while life adversity greatly influenced parents with low and middle educational 
levels. Parents with middle and high levels of education showed higher expectations for 
their children. In terms of parents’ sense of self-efficacy to support their children’s learning, 
parents who were at least senior high school graduates reported higher self-confidence in 
their ability to be involved in their children’s education, both at home and at school. With 
respect to parents ‘perceptions of school and teacher’s invitations, all parents felt welcome 
and invited to be involved. However, highly educated parents felt that there was teacher 
resistance that caused a feeling of powerlessness that hindered their involvement. 
 Parents’ educational levels also affected the way they promoted their children’s 
educational success. The findings indicated that parents with middle and high levels of 
education were more involved in their children’s education. They helped their children 
with homework, had reading time with their children, were actively involved at school, and 
provided learning resources for their children. On the other hand, parents with low levels of 
education reported less involvement due to educational incapability and low self-efficacy, 
inflexible working hours, and limited resources. An interesting finding indicated community 
involvement in a rural area. A parent who was a high school graduate reported that she 
was voluntarily involved in the children’s learning in her neighborhood. With respect to the 
barriers to parental involvement, parents with low levels of education perceived themselves 
less capable, and less self-efficacious, and reported inflexible work hours, and financial 
condition as the barriers to their involvement. Highly educated parents, from their part, 
found lack of power as one barrier to the involvement in their children’s education. 
 The Hoover-Dempsey and Sandler model of parental involvement (1995, 1997) was 
helpful in explaining differences between parents with different levels of education in urban 
and rural contexts regarding their involvement both at home and at school. With respect to 
parental role construction, all parents in this study perceived themselves as being responsible 
for their children’s education. However, only highly educated parents saw themselves as 
school partners. These parents wanted to be more involved as school partners including in 
voluntary classroom activities, monitoring and decision-making in the school committee as 
stipulated by the law and regulations about the role of the school committee. This finding is 
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in line with Hoover-Dempsey and Sandler (1997) who argued that upper-middle class parents 
were classified as “having an interconnected view of home and school” (p. 15). Parents of this 
group viewed themselves as “responsible for intervening in school decisions as necessary” 
(p.15). This finding also supports Denessen, Sleegers, Driessen, & Smit (2001) who argued 
that the home-school partnership view is applicable particularly for “middle-class parents 
who often see teachers as partners in education” (p. 63).
 Parents’ educational level is also associated with parents’ efficacy beliefs regarding 
helping their children to succeed in school (Hoover-Dempsey & Sandler, 1997). In this study, 
parents from higher socioeconomic backgrounds reported more confidence to be involved in 
their children’s education, whereas parents with low levels of education showed low efficacy 
beliefs to be actively involved in their children’s education. However, unlike the working 
class parents in many Western studies (see for example Lareau, 1987; Lee & Bowen, 2006), 
parents with low levels of education in Java, Indonesia were not merely dependent on the 
teachers to educate their children. Instead, they also sought assistance from their closest 
family members and neighbors or community. This is an important finding that might be 
typical for the Indonesian context, in which the community support seems stronger than 
in individualized western countries. The collectivist nature of the Indonesian culture and 
society (see Hofstede, 1986) might explain that the community support is stronger than in 
the individualized western contexts. 
 All parents in this study felt welcome at school. Yet, highly educated parents found some 
restrictions to their involvement at school in line with the findings of Fitriah et al. (2013). 
Unlike in Western contexts (Bakker & Denessen, 2007; Lee & Bowen, 2006; Xu, Benson, 
Camino, & Steiner, 2010), schools in Indonesia seem to involve parents merely in terms of 
assisting with school events or class field trips; parents did not report to have been involved 
in voluntary classroom activities or in decision making, which are aspects of school-based 
parental involvement in Epstein’s framework of parental involvement (1995). This barrier to 
parental involvement may be due to cultural differences. According to Hofstede (1986), while 
most developed or industrialized Western countries show a small power distance, Indonesia 
can be characterized with a relatively large power distance. In this country with a relatively 
large power distance culture, parents may have less opportunities to be involved in school 
matters due to the division of responsibilities and the hierarchical relation between teachers 
and parents (Denessen, Sleegers, Driessen, & Smit, 2001). 
 The educational background related differences between the involvement with after-
school activities of children can be explained by Lareau’s (2003) concept of “concerted 
cultivation” (see also Bodovski & Farkas, 2008; Redford, Johnson, & Honnold, 2009). Lareau 
distinguished the strategy of “concerted cultivation”, that was prevalent in middle and upper-
middle class families, from the “accomplishment of natural growth” strategy, that was more 
common in working-class families. All parents want the best for their children. However, 
due to their economic struggles, working-class parents may see their primary life task as to 
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fulfilling the physical needs of their children such as food, clothes, and housing. Children of 
these parents may spend their leisure times by playing with their neighbor kids, watching TV, 
or playing games at the commercial play station center. On the other hand, children of middle 
and upper-middle class families tend to participate in leisure activities arranged by the adults 
(their parents), for example private tutorials, English and cooking classes, sports, etc. Dunn, 
Kinney, and Hofferth (2003) pointed out that children’s after-school activities were seen by 
parents as useful tools to help their children develop the necessary skills that are needed in 
order to become competent adults.
 To help parents with low levels of education and working-class parents overcome barriers 
to their involvement, schools could start establishing home-school relationship by building 
mutual understanding with parents and recognizing parents’ life contexts and rewarding 
their efforts to be involved in their children’s educational lives (Denessen et al., 2001; Lee 
& Bowen, 2006; Posey-Maddox & Haley-Lock, 2016). Instead of school-centric and teacher-
driven models of parental involvement, schools can take parents and families as the point of 
departure to establish parental involvement and home-school partnership policies (Posey-
Maddox & Haley-Lock, 2016). In line with this, Sukhbaatar (2018) argued that teachers can 
plan activities and make parental involvement efforts more meaningful “by understanding 
different patterns of families, parents’ needs, and parental workload” (p. 316). Further, Posey-
Maddox and Haley-Lock (2016) posit that schools and parents should engage in bi-directional 
and collaborative dialogues about what each party needs, hopes, and expects in relation to 
family-school relationships and their lived realities. However, school and parents also need 
support from other parties. This approach requires both institutional and structural changes. 
For example, to help the schools to be more inclusive in improving parental involvement 
practices, there should be adequate funding systems for public education and employment 
and other economic supports for the families.  
 Generally, the findings that showed the differences of parental involvement in this study 
are in line with those of Lareau’s study (1987) which demonstrated the link between the 
level of parental involvement, the socioeconomic status, and social and cultural capital of the 
parents. The findings are also consistent with Bourdieu’s cultural capital theory (1986) that 
educational level of the parents as a form of cultural capital influences parents’ participation in 
their children’s learning. However, although in general, the study findings showed similarities 
with existing studies on parental involvement in Western contexts, this study also adds to 
the literature specifically with regards to a sense of community involvement in rural areas 
in the Indonesian context. While in Western contexts, parents in urban and rural settings 
are more prone to be involved in their own children’s education, this study showed that in 
a rural area in Indonesia, community members were also involved in the education of other 
than their own children. This finding is rather similar with a study of parental involvement 
in Mongolia (Sukhbaatar, 2018) that showed the role of caretakers or relatives who acted 
in place of herder parents and migrant worker parents and took care of the children. The 
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finding also indicates that the connectedness among the residents in the community in rural 
areas may offer advantages and opportunities for school-community partnerships over urban 
schools. Bauch (2001) in support of Coleman’s social capital theory (1987) argued that poor, 
rural schools without the existence of economic and human capital can still succeed through 
their close relationships and strong bond with the community. In addition, since the majority 
of Indonesian population are Muslims, mosque ties can also provide opportunities for school-
community partnerships, particularly in rural areas.
 Although we are aware of the limited range of this qualitative study and the possibility 
of the participant selection bias, we can still draw some conclusions. The results of this study 
provide an enriched picture of the ways that parents from different socioeconomic backgrounds 
in urban and rural Java, Indonesia envisage the importance of education and define their 
roles in supporting their children’s learning. The study finding that showed how parents with 
different educational levels valued the purpose of education provides some opportunities 
for further research. For example, research on school improvement could focus on the 
role of the school leaders to promote parental involvement from different socioeconomic 
backgrounds in any type of schools in urban and rural settings. The typical study findings 
related to the collectivist culture in Java, Indonesia, that showed the involvement of other 
family and community members and how particularly parents in rural Java felt responsible for 
the education of children other than their own are also interesting to be further explored in 
other areas of Indonesia or in different contexts. In particular comparative research including 
collectivist cultures and individualized western countries might be interesting to study the 
effects of these aspects of parental involvement on children’s education. 
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Transformational Leadership for Parental Involvement: 
How Teachers Perceive School Leadership Practices to 
Promote Parental Involvement in Children’s Education
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Abstract
Teachers are the key agents in the promotion of parental involvement in education. In this 
study, we examined the concept of transformational leadership for parental involvement 
(TLPI). The Transformational Leadership for Parental Involvement Questionnaire (TLPIQ) was 
developed to assess teachers’ perceptions of support from school leaders in inviting parents 
to be involved in their children’s education. Participants were 90 primary school teachers 
in 18 schools in urban and rural areas of Java, Indonesia. Results showed that teachers’ 
perceptions of transformational leadership was positively associated with their invitational 
behaviors toward parents. This study points to the supporting role school leaders can play in 
the context of parental involvement. 
Keywords: teacher invitations; parental involvement; transformational leadership; elementary 
school; Indonesia
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4.1. Introduction
 This study is about how teachers perceive school leadership practices to promote 
parental involvement in elementary school education in Java, Indonesia. In terms of education 
policy, Indonesia was among the most highly centralized nations in the world until the end 
of 2000 (Bjork, 2003). Since 2003, school-based management (SBM) has been implemented 
in Indonesia, when the government began to decentralize the governance of its primary and 
secondary education to district and local control. In SBM, schools have substantially greater 
responsibility and authority to run schools’ academic operations according to students’ 
needs and are expected to engage parents and other local community-based stakeholders 
to improve the quality of education (Vernez, Karam, & Marshall, 2012). To support parents 
and community participation in SBM in Indonesia, the Law on National Education System 
2003 requires the establishment of school committees as autonomous entities that provide a 
platform for local community participation in education and create conditions for transparency 
and accountability. In this study, we investigate how teachers perceived the school leadership 
practices in the promotion of parental involvement in their children’s education and how 
teachers encouraged parents to be involved in their children’s education.
 Promoting parental involvement in children’s education and establishing home–school 
partnership have become the focus of attention of policymakers and educators across the 
world (see, for example, Bakker, Denessen, & Laeven, 2007; Knipprath, 2004; Ho, 2009; 
Wilder, 2014; Yamamoto, Holloway, & Suzuki, 2016). Numerous studies showed significant 
positive effects of parental involvement in facilitating students’ learning and achievements 
(e.g., Cheung & Pomerantz, 2012; Daniel, Wang, & Berthelsen, 2016; Dotterer & Wehrspann, 
2016). Literature on parental involvement shows that teachers are the key agents in the 
promotion of parental involvement (see, for example, Lewis, Kim, & Bey, 2011, and Murray, 
McFarland-Piazza, & Harrison, 2015). However, many teachers seem to experience difficulties 
in their relationships with parents. In an interview study with elementary and secondary 
teachers in Quebec, Canada, Deslandes, Barma, and Morin (2015) identified that issues 
of communication and of collaboration created tensions in teacher–parent relationships. 
They found that school–family communication was still primarily unidirectional instead of 
reciprocal and bidirectional, which is needed to foster collaborative relationships between 
teachers and parents. For example, some parents did not check messages on the Internet 
portal regularly, and they did not give feedback to teachers although they had the e-mail 
address to communicate with teachers. The greater power of parents from privileged 
backgrounds who were more likely to act as customers with excessive demands also caused 
discomfort among teachers. Teacher education seems to insufficiently prepare teachers in 
this respect (de Bruïne, Willemse, D’Haem, Griswold, Vloeberghs, & van Eynde, 2014; Evans, 
2013; Miller, Lines, Sullivan, & Hermanutz, 2013).
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 Teachers may need some support regarding this professional competency. School 
leaders might take up this role; to promote teachers’ relationship with parents, school leaders 
might be supportive to the teachers. In this study, we examined the role of transformational 
leadership practices in supporting teacher invitations for parental involvement. Insight in 
what school leaders can do to support teachers in the promotion of parental involvement 
may help policymakers and educators in their work in establishing policies related to parental 
involvement in children’s education and home–school partnerships. Before delving into TLPI, 
in the next paragraphs we elaborate how teachers can involve parents in their children’s 
education and how school leaders can support teachers in this respect. 
4.1.1. Teacher invitations for Parental Involvement (TIPI)
 The concept of teacher invitations for parental involvement is strongly built on the work of 
Hoover-Dempsey and colleagues (Hoover-Dempsey & Sandler, 1995, 1997; Hoover-Dempsey 
et al., 2005). Hoover-Dempsey and Sandler (1995, 1997) argued that teacher invitations 
are one of the keys to parental involvement, as they could influence parents’ decision to 
be involved in their children’s education. Teacher invitations for parental involvement is 
defined as specific invitations, opportunities, and demands for involvement conveyed by the 
teacher that could be influential in the parents’ choice of specific involvement forms (Hoover-
Dempsey & Sandler, 1995). For example, a teacher who invests in frequent communication 
with parents will likely encourage parents to discuss school life with their children. Hoover-
Dempsey’s model is supported by several studies that showed the strong effect of teacher 
invitations to promote parental involvement (Galindo & Sheldon, 2011; Park & Holloway, 
2013; Patrikakou & Weissberg, 2000; Simon, 2004). 
 Despite the important roles of teachers in involving parents, only a few studies on 
parental involvement examined this issue from the perspective of the teachers (see, for 
example, Lewis et al., 2011, and Murray et al., 2015). Lewis et al. (2011) found five main 
strategies employed by teachers to encourage parental involvement: “practicing parent 
outreach, establishing a relationship with parents, creating a positive classroom climate, 
teaching to involve parents, and making the community-school connection” (p. 226). Another 
study by Murray et al. (2015) revealed that holding formal parent–educator meetings, advising 
parents how to help a child at home, and providing information about how to get involved at 
school were the most commonly used strategies to promote parental involvement in school 
settings. These two studies provide some ideas on how teachers can involve parents in their 
children’s education. In the following paragraph, we integrate them with Epstein’s framework 
of parental involvement to create a six-type teacher invitations model. 
 Teachers can invite parents to be involved in their children’s education in different 
ways. In this study, we conceptualized teacher invitations for parental involvement following 
Epstein’s six dimensions of parental involvement framework: (1) parenting, (2) communicating, 
(3) volunteering, (4) learning at home, (5) decision-making, and (6) collaborating with the 
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community (Epstein, 1995; Epstein, 2010). Teacher invitations regarding parenting pertain to 
assisting parents with their parenting skills and establishing home environments to support 
children as students. Teachers, for example, can practice parent outreach that involves 
direct personal contact through home visits to establish a relationship with parents and 
to understand the family background of their students. Then, teachers can provide advice 
on home conditions that support learning. Invitations regarding communication include 
establishing school-to-home and home-to-school communications about school programs 
and children’s progress. For example, teachers invite parents to attend a parent–teacher 
meeting to talk about their children’s progress or when facing problems regarding their 
children. Inviting parents regarding volunteering is about recruiting and organizing parent 
help and support in class or school events. Teachers can invite parents to help creating a 
positive classroom climate by voluntarily teaching in their children’s class, for example 
reading to students and teaching arts and crafts.
 Teacher invitations for learning at home are providing information and ideas to parents 
about how to help children to learn at home. For example, teachers provide homework 
that requires parental assistance to provide an opportunity for parents to get involved in 
their child’s schoolwork and interact with their child. Teacher invitations for decision-
making are about including parents in school decisions and developing parent leaders and 
representatives. For example, teachers can involve parents in the school’s decision-making 
process (e.g., curriculum-related decision-making). Inviting parents to collaborate with the 
community involves connecting with the community to strengthen school programs, family 
practices, and student learning and development. For example, teachers can involve parents 
in any collaborative work between the school and the local community (e.g., visiting senior 
citizens, blood donation in the local health clinic, etc.).
4.1.2. Transformational Leadership for Parental Involvement (TLPI)
 Transformational leadership, particularly model developed by Leithwood and associates, 
has been the most favored and researched transformational leadership theory in school 
settings (Bottery, 2001; Ninkovic & Floric, 2018). In contrast to other leadership models, such 
as transactional or instructional leadership, transformational leadership is more aimed at 
so-called second-order changes in schools. It focuses on schools’ capacity to change and to 
support the development of changes rather than on direct supervision and control (Hallinger, 
2003). In line with this, Giles (2006) argued that transformational leadership of parental 
involvement can contribute to school improvement through a comprehensive capacity-
building approach that includes transformation of the organization and individuals in the 
school and community. This is why, in this study, we applied the concept of transformational 
school leadership to the specific context of parental involvement in education. We defined 
transformational leadership for parental involvement as school leadership that encourages 
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parental involvement and enables the establishment of a strong home–school partnership to 
increase students’ academic success.
 Transformational leadership has a long history in the field of organization studies 
and education. It is pioneered by the work of Burns (1978), who defined transformational 
leadership as a relationship enabling mutual stimulation and transforming followers into 
leaders with the possibility of developing leaders into moral agents. Further, Burns identified 
transformational leadership as a process through which “one or more persons engage 
with others in such a way that leaders and followers raise one another to higher levels of 
motivation and morality” (p. 20). Based on the ideas proposed by Burns (1978), Bass (1995) 
added that transformational leaders “convert followers to disciples; they develop followers 
into leaders” (p. 467). 
 Avolio, Waldman, and Yammarino (1991) proposed that transformational leaders exhibit 
four distinct characteristics that they introduced as the Four I’s: individualized consideration, 
intellectual stimulation, inspirational motivation, and idealized influence. Instead of treating 
all followers similarly, transformational leaders demonstrate individualized consideration 
by paying attention to the individual employee and their needs. Transformational leaders 
intellectually stimulate their followers to think about new ways to solve problems and to 
use reasoning and evidence rather than unsupported opinions. They inspire by being a role 
model of hard work, maintaining optimism in difficult times, giving encouragement, and 
using creative work methods to reduce employees’ duties and workloads. Transformational 
leaders who exhibit idealized influence make followers proud of being associated with them. 
In educational research, numerous studies on transformational school leadership refer to 
the model developed by Leithwood and his colleagues (Leithwood, Jantzi, & Steinbach, 
1999; Leithwood & Jantzi, 2005; Leithwood & Sun, 2012). Leithwood and his colleague 
developed the most recent model of transformational leadership in educational settings 
(see, for example, Leithwood & Sun, 2012). The four categories of leadership practices in 
this model are (1) setting directions by developing a shared vision, building goal consensus, 
and expecting a high standard of professionalism; (2) developing people by providing 
individualized support and intellectual stimulation, as well as modeling valued behaviors, 
beliefs, and values; (3) redesigning the organization by strengthening school culture, building 
collaborative structures, and engaging parents and the wider community; and (4) improving 
the instructional program with a focus on instructional development. In school settings, 
transformational leadership provides teachers with necessary support to reflect and to feel 
motivated, encouraged, and envisioned to do their work in specific ways. 
 Specific to the relationship with parents, Giles (2006) found that a transformational 
leader encouraged teachers to personally invite parents to attend school events and give 
examples to teachers regarding their high expectations of the expected relationship with 
parents. According to Auerbach (2012), transformational leadership is linked to authentic 
partnerships which value relationship building, sharing power in a relational approach to 
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parental involvement, promoting dialogue across differences, and empowering families 
and community organizations as full partners, advocates, and leaders rather than compliant 
supporters or service providers. Barr and Saltmarsh (2014) pointed out that when the school 
principals were perceived by parents to be welcoming and supportive, school-based parental 
involvement was more likely to occur.
 In their efforts to involve parents in their children’s education, teachers might need 
support from their school leaders. As we mentioned earlier, school leaders might support 
teachers in promoting parental involvement. School leadership practices are influential in 
marshalling parents to work with their child’s school irrespective of their social background 
(Hoover-Dempsey 1997; Ho, 2009). In general, it has been shown that leaders who can 
promote an atmosphere of caring and trust, effectively manage communication with individual 
parents, are welcoming and supportive of parents’ involvement, and work with them through 
parent committees are more likely to involve parents in their children’s education (Barr & 
Saltmarsh, 2014). These practices can be considered typical for transformational leadership 
(Leithwood & Sun, 2012; Ninkovic & Floric, 2018; Sun & Leithwood, 2012). 
 In this study, we distinguished two dimensions of transformational leadership 
dimensions for parental involvement and embedded the 4Is regarding the practices of 
Leithwood’s transformational leadership model within these dimensions. When it comes to 
the development of strong school–family partnerships, school leaders can follow two paths. 
First, they may directly foster these partnerships by creating a welcoming school environment, 
knowing all parents and directly inviting them for their involvement in their children’s 
education. As such, they may also act as role models for the teachers in the school. Second, 
school leaders can indirectly strengthen school–family partnerships by supporting teachers 
to connect with parents, for example, by supporting and reflecting on teacher invitational 
behaviors toward parents. These two paths guided the development of the questionnaire 
for this study. In line with previous studies, which showed that the operationalization of the 
4Is in distinct scales leads to highly correlated scales (see, for example, Geijsel, Sleegers, 
Leithwood, & Jantzi, 2003), we did not distinguish among the 4Is in the questionnaire and 
focused on TLPI as an integrated concept. 
 Nevertheless, as pointed out by Auerbach (2012), there is a gap in the literature 
on school leadership and family–community engagement. Despite the importance and 
expectations for teachers and school leaders in building partnership with parents, empirical 
research on leadership practices for parental involvement is still scarce. Furthermore, 
research that had been done was qualitative. Quantitative measures to examine leadership 
for parental involvement on a larger scale have not yet been developed. To fill this gap, we 
have developed a questionnaire to enable a large-scale quantitative study of TLPI. Besides 
validating this questionnaire, we aim to establish the effect of transformational leadership 
on teacher invitations to involve parents. We argue that in the promotion of parental 
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involvement, teachers benefit from support by their school leaders, particularly when they 
engage in TLPI. 
4.1.3. The Present Study
To sum up, this study examined transformational leadership as a promotive factor regarding 
teacher invitations for parental involvement. Teachers can encourage parental involvement in 
their children’s education in various ways. In this study, we examined teacher invitations for 
parental involvement with respect to Epstein’s six types of parental involvement framework 
(Epstein, 1995; Epstein, 2010). In promoting parental involvement, teachers may need 
support from school leaders. Hence, through this quantitative study, we sought to identify 
how teachers experienced support from their principals in involving parents in their children’s 
education. Two research questions were formulated: (1) To what extent do school leaders, 
according to the teachers, show transformational leadership for parental involvement? (2) 
How do teachers’ perceptions of transformational leadership for parental involvement affect 
their behavior related to invitations for parental involvement? 
 For this study, we developed a new measure, the Transformational Leadership for 
Parental Involvement Questionnaire (TLPIQ), which was mainly based on the 4Is introduced 
by Avolio et al. (1991) and the transformational leadership model developed by Leithwood 
and associates (Leithwood et al., 1999; Leithwood & Jantzi, 2005; Leithwood & Sun, 2012). 
In addition, we constructed a Teacher invitations for Parental Involvement Questionnaire 
(TIPIQ) adapted from Epstein’s six types of parental involvement (Epstein, 1995; Epstein, 
2010; Epstein & Salinas, 1993). With these questionnaires, we aim to help researchers in 
this field to study leadership practices for parental involvement in educational settings. We 
hypothesized that transformational leadership is positively associated with teacher behaviors 
in inviting parents to be involved in their children’s education. Teachers who received support 
from their transformational leaders were expected to actively invite teachers to be involved 
in their children’s education. 
4.2. Method
4.2.1. Research Context
 There are quite recent Indonesian regulations and education laws that aim to regulate 
parents and community involvement in education.2 These school community regulations 
and laws put emphasis and effort on building links between school and family. According 
to the laws, community participation entails the participation of individuals, groups, 
2   E.g., Government law number 17 of 2010, Education and Culture Ministry law number 30 of 2017, the Law of the Republic of 
Indonesia on the National Education System Number 20 of 2003, Chapter IV, Article 8, and Article 56.
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families, professional organizations, entrepreneurs, and community organizations in the 
implementation and quality control of education services. The community has the right 
to participate in the planning, implementation, monitoring, and evaluation of education 
programs. In addition, in 2015, the Ministry of Education established the Directorate of Family 
Education, which is organized under Directorate General of Early Childhood Education and 
Community Education. This directorate has several important objectives including to improve 
student academic achievement, to provide family education, and to promote school–family–
community partnerships.3
 The present study was conducted in three provinces in Java, Indonesia: Jakarta (the 
capital), West Java, and East Java. Java is the most densely populated island in Indonesia 
with an estimated population of 148,138,800 people, or 56.57% of the total population of 
Indonesia, in 2017 (BPS Jawa Timur, 2017). There are six provinces in this island: Jakarta, 
Banten, West Java, Yogyakarta, Central Java, and East Java. The most populated provinces are 
Jakarta, West Java, and East Java. 
4.2.2. Participants
 From the first author’s professional and teacher networks in each region, we obtained 
information about the diversity of the schools. Then, we selected the participating schools 
with purposive sampling. Selecting schools with random sampling was not possible because 
of the huge number of the schools, bureaucracy, and accessibility to the schools. The 
participating schools represented diversity in students’ socioeconomic backgrounds, which 
were indicated by educational level, income, and parents’ occupations. In each school, we 
invited all teachers from grade 2 to grade 6 to participate except those who did not meet the 
criterion that the teachers and the school principals had been collaborating in the school for 
at least one year. There were a total of 90 participating teachers. These teachers had teaching 
experiences ranging from 2 years to 39 years. Of the 90 teachers, 24 were men (26.67%). 
Eight teachers had a D1–D3 (diploma), 77 teachers had a bachelor’s degree, and five teachers 
had a master’s degree. 
 Data collection was conducted after the researchers obtained research permits from 
the Indonesian Ministry of Home Affairs, the Ministry of Home Affairs’ General Directorate 
of National and Political Unity, the Indonesian Ministry of Education and Culture through the 
head of each province’s education bureau, provincial governments, the Board of National 
Unity and Politics, and the participating schools. 
3  Education and Culture Ministry law number 11 of 2015.
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4.2.3. Measures 
 Two questionnaires were developed for this study: the Transformational Leadership 
for Parental Involvement Questionnaire (TLPIQ) and the Teacher invitations for Parental 
Involvement Questionnaire (TIPIQ). The questionnaires were developed in English and went 
through a translation-back-translation procedure afterward (English-Indonesian-English) 
and was proofread by two Indonesian fellows. Prior to administering the Indonesian version 
of the questionnaires to the teachers, the items of the questionnaires were put in random 
order. Below we will describe the content and psychometrics of the TLPIQ and TIPIQ.
4.2.4. The Transformational Leadership for Parental Involvement Questionnaire 
(TLPIQ)
 The TLPIQ was developed from existing transformational leadership theories (see 
Avolio et al., 1991; Leithwood et al., 1999; Leithwood & Jantzi, 2005; Leithwood & Sun, 
2012). The questionnaire was developed with 22 items. As mentioned earlier, we focused on 
two dimensions of TLPI: school leaders’ direct behavior toward parents and school leaders’ 
indirect support of their teachers to invite parents. Teachers were asked to rate their school 
leader on 11 items related to the leader’s vision and behavior toward parents; for example, 
“My school principal has a clear vision that parents and teachers must work together in 
facilitating the child’s learning both at school and at home” and “My school principal puts 
in a lot of effort in reaching out to parents.” Teachers were also asked to rate their school 
leader on another 11 items with respect to their perceived support; for example, “My school 
principal supports me in communicating with parents about how they can help their child 
learn at home” and “When I have a problem with parents, I can always count on the support 
of my school principal.” Teachers were asked to rate each statement according to a four-point 
Likert scale: really disagree (1), disagree (2), agree (3), and really agree (4). 
 With regard to content and construct validity, we explored whether two or more 
dimensions could be identified. However, principal factor analysis showed that the items 
referred to one overall dimension or one single construct, with three negatively formulated 
items showing low loadings. These items were removed from further analyses. These three 
items were “A lot of parents do not know my school principal,” “My school principal does 
not seem too concerned with parents,” and “My school principal advises me often to spend 
less time in communicating with parents and to focus on my primary teaching duties.” The 
one-factor solution of the remaining 19 items showed that 30.28% of the item variance 
could be explained by one factor. The Cronbach’s alpha coefficient for the total TLPI scale 
was .89, suggesting high internal consistency. Because of the nested structure of the data 
(teachers nested within principals), intraclass correlations (ICCs) were calculated to assess 
the correlations of teachers’ perceptions of the same principal. The factor loadings, ICCs, and 
descriptive statistics of the TLPIQ items are presented in Table 1. 
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Table 1 Descriptive statistics for items of the Transformational Leadership for Parental Involvement 
Questionnaire (TLPIQ) (n = 90, range 1-4)
Transformational Leadership for Parental Involvement (α = .89) Factor loadings ICC Mean SD
My school principal has a clear vision that parents and teachers 
must work together in facilitating the child’s learning both at 
school and at home. 
.58 .35 3.63 .49
My school principal puts in a lot of effort in reaching out to 
parents.
.68 .12 3.38 .57
My school principal appreciates parent participation in 
developing school policies.
.59 .32 3.20 .55
My school principal is always approachable by parents visiting 
the school.
.37 .14 3.14 .44
My school principal takes the initiative in conducting events for 
parents in school. (e.g. meetings, celebrations both of a religious 
and non-religious nature).
.53 .09 3.41 .52
My school principal is trusted and respected by parents. .54 .15 3.47 .59
I am proud of the way my school principal involves parents in 
school.
.58 .13 3.18 .51
My school principal urges teachers to involve parents in their 
child’s education.
.60 .16 3.38 .49
My principal adds to a school climate that is welcoming for all 
parents.
.57 .01 3.42 .49
My school principal supports me in communicating with parents 
about how they can help their child learn at home.
.49 .13 3.30 .49
My school principal inspires and serves as a good example for me 
when communicating with parents.
.58 .16 3.17 .43
My school principal helps me when I have problems with parents 
of my students. 
.66 .13 3.39 .49
My school principal is proud of the way I involve parents in their 
child’s education.
.49 .03 3.12 .36
My school principal urges reflection so as to improve my 
cooperation with parents.
.53 .14 3.40 .49
When I have a problem with parents, I can always count on the 
support of my school principal.
.48 .01 3.10 .65
My school principal encourages me to seek out new ways of 
involving parents in school.
.56 .23 3.04 .45
My school principal knows about my strengths and weaknesses 
in my relations with parents.
.65 .19 3.13 .43
I discuss parents with my school principal. .34 .25 3.30 .51
My school principal urges me to involve parents to volunteer 
in class and/or school. (e.g. reading in class, holding a cooking 
demonstration, gardening, etc.)
.51 .14 3.10 .43
Total .34 3.28 .49
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4.2.5. Internal validity (content and construct validity) and reliability of the scale. 
Internal validity was addressed through the transformational leadership theory and parental 
involvement theory, which provided the input for the items, and the exploratory factor analysis 
of the existence of one or more leadership dimensions. External validity was not assessed 
with concurrent measures, but we focused on the predictive validity of the leadership scale 
in the empirical model: predicting teacher invitational behaviors.
4.2.6. The Teacher invitations for Parental Involvement Questionnaire (TIPIQ)
 Since we wanted to examine the relationship of TLPI and teacher invitations for parental 
involvement, we also constructed a second questionnaire: the TIPIQ. Teacher invitations 
were self-assessed with a 31-item questionnaire adapted from Epstein’s six types of parental 
involvement framework (Epstein, 1995; Epstein, 2010; Epstein & Salinas, 1993). Teachers were 
asked to indicate the extent to which they agreed with each statement using a four-point Likert 
scale ranging from never-seldom (1), sometimes (2), often (3), to almost always (4). 
 Parenting included six items (e.g., “I support parents by providing them with useful information 
and programs, such as nutrition talks and parenting seminars” and “I help parents in emphasizing 
the importance of education towards their child”) and had a Cronbach’s alpha coefficient of .73.
 Communicating included five items (e.g., “I contact parents when facing problems 
regarding their child or if I need to ask questions related to their child” and “I inform 
parents regarding their child’s academic progress”). The Cronbach’s alpha coefficient for 
communicating was .72. 
 Volunteering included four items (e.g., “I invite parents to voluntarily participate in their 
child’s class activities, e.g. reading, cooking demo, arts and crafts, etc.” and “I ask parents 
to participate in coordinating field trips or out-of-school activities”). The Cronbach’s alpha 
coefficient for volunteering was .76.
 Learning at home included five items (e.g., “I assign homework to students in order to 
provide an opportunity for parents to get involved in their child’s schoolwork and interact 
with their child” and “I assist parents in reading or discussing books with their child”). The 
Cronbach’s alpha coefficient for learning at home was .74.
 Decision-making included six items (e.g., “I invite parents to participate in voting in the 
school committee and parent representatives in their child’s class” and “I involve parents in 
the school’s decision-making process regarding curriculum and learning strategies, school 
financial planning, or the recruitment of teachers and staff”). The Cronbach’s alpha coefficient 
for decision making was .71.
 Collaborating with community included five items (e.g., “I inform parents regarding 
events being held by the community in the local school area” and “I suggest that parents go 
with their child to their local library”). The Cronbach’s alpha coefficient for collaborating with 
community was .63.
 The descriptive statistics of the Teacher invitations for Parental Involvement (TIPI) scales 
are presented in Table 2.
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Table 2 Descriptive statistics of the Teacher Invitations for Parental Involvement Questionnaire (TIPIQ) 
(n =90, range 1-4)
Teacher invitations for parental involvement Mean SD
Parenting (α =.73)
I support parents by providing them with useful information and programs, such as 
nutrition talks and parenting seminars.
2.69 0.69
I inform parents regarding school hours. 3.39 0.65
I help parents in emphasizing the importance of education towards their child. 3.30 0.66
I assist parents in handling any conflicts with their child. 3.04 0.75
I ask that parents supervise their child when watching TV. 3.26 0.61
I supervise my child when he/she plays computer games. 3.17 0.72
Communicating (α = .72)
I invite parents to attend report card day. 3.62 0.66
I send the school newsletter out to parents. 1.49 0.67
I take the initiative in communicating with parents. 3.29 0.67
I contact parents when facing problems regarding their child or if I need to ask questions 
related to their child.
3.20 0.52
I inform parents regarding their child’s academic progress. (e.g. via reports). 3.51 0.53
Volunteering (α = .76)
I invite parents to voluntarily participate in their child’s class activities, e.g. reading, 
cooking demo, arts and crafts, etc.
2.23 0.88
I invite parents to participate in social work at school (e.g. garden maintenance, 
repainting the school along with other parents.
2.19 0.86
I ask parents to participate in coordinating field trips or out-of-school activities. 2.64 0.90
I invite parents to participate in supervising school field trips or out-of-school activities. 2.78 0.95
Learning at home (α = .74)
I provide parents with ideas regarding any learning activities that they can do with their 
child (e.g. educational games).
2.51 0.89
I inform parents regarding their child’s educational activities in class so that they may 
discuss them with their child.
3.12 0.68
I assign homework to students in order to provide an opportunity for parents to get 
involved in their child’s schoolwork and interact with their child.
3.61 0.53
I ask that parents help their child prepare for any tests or examinations. 3.53 0.57
I assist parents in reading or discussing books with their child. 2.72 0.87
Decision making (α = .71)
I invite parents to participate in the school committee and parent representatives in their 
child’s class.
3.21 0.65
I involve parents in the school’s decision-making process regarding curriculum and 
learning strategies, school financial planning, or the recruitment of teachers and staff.
1.96 0.81
I consider parent input regarding learning activities in class. 2.66 0.84
I ask parents regarding their opinions about this school. 2.63 0.73
I invite parents to participate in voting in the school committee and parent 
representatives in their child’s class.
2.92 0.77
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Teacher invitations for parental involvement Mean SD
I inform parents regarding school committee members. 2.53 0.75
Collaborating with community (α = .63)
I suggest that parents go with their child to their local library. 2.46 0.86
I inform parents regarding events being held by the community in the local school area. 2.82 0.76
I involve parents in any cooperative work between the school and the local community. 
(e.g. visiting the elderly, health clinics, village events, etc.).
2.61 0.83
I invite parents to participate in celebrations with the locals in the school area that are 
conducted by the school. (e.g. Chinese New Year. Maulid Nabi, Satu Suro celebrations, 
Kartini Day, etc.)
2.98 0.81
I invite parents to attend religious activities at my child’s school (e.g. zakat fitrah, Idul 
Qurban, Christmas celebrations, Galungan celebrations, Weisyak celebrations, etc.).
2.72 0.78
4.2.7. Correlations among the TIPI scales
 Table 3 presents correlations among the six scales of the TIPI and TLPI scale. All 
types of teacher invitations show medium to strong positive correlations. Parenting and 
communicating show the highest correlation (r = .71). Learning at home and decision-making 
show a moderate correlation (r = .43). The TLPI scale shows medium positive correlations with 
parenting, communicating, learning at home, and decision-making. Although the correlations 
among the six dimensions were quite high (see Table 3), we decided to perform analyses for 
the six dimensions separately because, theoretically, inviting for different types of parental 
involvement could be supported differently by school principals.
Table 3 Descriptive statistics of the six TIPI scales and the TLPI scale and correlations between scales (n 
= 90)
Mean SD 1 2 3 4 5 6
1 Parenting 3.14 .45
2 Communicating 3.02 .40 .71*
3 Volunteering 2.46 .69 .54* .61*
4 Learning at home 3.10 .51 .69* .69* .59*
5 Decision making 2.65 .48 .59* .51* .57* .43*
6 Collaborating with community 2.72 .51 .68* .65* .69* .59* .62*
7 Leadership (TLPI) 3.28 .29 .41* .43* .30* .44* .40* .37*
*p < .01
Table 2 Continued
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4.2.8. Analysis 
 The descriptive statistics of the TLPI scale were interpreted to answer the first research 
question. The intra-class correlation of the items of the TLPIQ shows that the variances can 
be attributed to differences across individuals within rather than between different schools. 
Therefore, given the nested structure of the data, to answer the second research question 
regarding the relationship between transformational leadership and parental involvement 
on how teachers invite parental involvement, with MLwiN we conducted two-level multilevel 
regression analyses, with within-school between-teacher variance at level 1 and between-
school variance at level 2. For each scale of the TIPIQ, two models were analyzed. In the first 
model, the TIPIQ scale was taken as the dependent variable and the TLPIQ the independent 
variable. In the second model, we took into account two control variables: teacher’s gender 
and the school setting (urban vs. rural).
4.3. Results
 In general, the mean scores of the TLPI were high. As can be seen from Table 1, 
all mean scores of the TLPI items and the overall mean scores (3.27) were higher than the 
midpoint of the scale (2.5) indicating that, in general, teachers were positive about their 
school leadership for parental involvement. “My school principal has a clear vision that 
parents and teachers must work together in facilitating the child’s learning both at school 
and at home” (mean score 3.63) was reported as the highest TLPI behavior perceived by 
the teachers. Meanwhile, “My school principal encourages me to seek out new ways of 
involving parents in school” was reported as the least frequent TLPI behavior reported by 
the teachers (mean score 3.04). “My principal adds to a school climate that is welcoming 
for all parents” was also perceived highly by the teachers (mean score 3.42) while “When 
I have a problem with parents, I can always count on the support of my school principal” 
was reported as the second lowest TLPI behavior perceived by the teachers (mean score 
3.10). These findings indicated that the vision of the school leaders was particularly perceived 
as strong while individual help was sometimes rated somewhat lower. However, despite 
the general high perceptions of TLPI, there were some differences between teachers with 
different backgrounds. From Table 4, we can see that teachers in urban schools were more 
positive about the TLPI in their schools than those in rural schools (mean score 3.32 for urban 
schools and 3.11 for rural schools). Further examination of these data found that differences 
in urban and rural schools were observed in each item of the questionnaire. With regard to 
gender, there were no differences between female and male teachers in their perceptions of 
TLPI.
 Table 4 also presents the mean scores of teachers’ ratings for different types of teacher 
invitations for parental involvement according to gender and school setting. As can be 
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seen, in urban schools, teachers generally reported higher levels of invitations for parental 
involvement compared to teachers in rural schools. For example, in parenting and learning 
at home, the overall mean scores in urban schools were 3.24 and 3.22, respectively, while 
in rural school, the mean scores were lower (2.80 and 2.67). An interesting finding can also 
be seen in gender differences in invitations. Female teachers reported higher invitations for 
parental involvement than male teachers except for decision-making. For example, female 
teachers reported that they, at a higher rate, invited parents to their parenting practices 
and educational support at home (mean scores for female teachers were 3.21 and 3.17 for 
parenting and home involvement; for male teachers 2.96 and 2.90).
 Table 5 shows that that the urban or rural context had a significant positive association 
with how teachers perceived TLPI. The mixed-model analysis in this table shows that teachers 
in urban schools perceived transformational leadership higher than those in rural schools. 
With regard to gender, there was no statistically significant difference between female and 
male teachers’ perceptions of TLPI. 
Table 5 Multilevel regression analysis of the relations between teachers’ background variables on TLPI 
(n = 90)
Independent variable b SE df
Gender (0=female 1=male)       .00        .00        87
Region (0=urban, 1=rural)      -.22*        .10        87
*p < .05
 From each Model 1 in Table 6, we can see that TLPI had statistically significant positive 
effects on each dimension of teacher invitations to parental involvement. This means that 
the stronger the observed transformational leadership practices of principals, the higher 
the levels of teacher invitations for parental involvement. Leadership perceptions could not 
explain the observed differences between male and female teachers with regard to their 
levels of invitations for parenting and learning at home or those between urban and rural 
schools for all parental involvement dimensions. From Model 1, we can also see that TLPI 
explained between .11 and .44 of variance at the school level (R2j) and between .02 and .07 
of variance at the teacher level (R2ij). More variance was explained at the school level than 
at the individual teacher level. This indicates a joint effect of school leaders on their teachers 
rather that differential effects of leadership on teacher invitational behaviors within a school. 
Also, a large difference at the school level (between school) was explained by the school 
setting (urban vs. rural). Model 2 shows that when we controlled for gender and region, the 
relationship between TLPI and TIPI declined but remained statistically significant except for 
volunteering. 
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 Overall, the results show that school leadership could reinforce teacher invitations 
for parental involvement in children’s education. When teachers perceived support from 
their school leaders, they showed higher invitations for parental involvement. With regard 
to teacher background, urban school teachers perceived more support from their school 
leaders in promoting parental involvement, and hence, they showed more active invitations. 
Urban school teachers also reported higher levels of invitations for parental involvement. 
Female teachers reported more invitations than male teachers in the domains of parenting 
and learning at home. 
4.4. Discussion
 The purpose of the present study was to examine how teachers perceived TLPI in 
elementary schools in Java, Indonesia. We attempted to answer two research questions: 
(1) to what extent school leaders, according to the teachers, showed TLPI, and (2) how 
teachers’ perceptions of TLPI affected their behavior related to their invitations for parental 
involvement. One of the major outcomes of this study is that we developed a potentially 
valuable measure of transformational leadership, the TLPIQ. The data obtained with this 
questionnaire showed high internal consistency and enabled the explanation of variance 
in teacher behaviors related to parental involvement. Hence, we recommend this measure 
to be used in future research in different contexts. We also developed an adapted Teacher 
invitations for Parental Involvement Questionnaire (TIPIQ) that can be used for teachers’ self-
assessment of their invitations related to Epstein’s six types of parental involvement. 
 Another major outcome of this study is that school leaders indeed seemed to reinforce 
teacher invitations for parental involvement in children’s education. Support from school 
leaders in relation to parents could influence teachers’ relationships with parents and 
their invitations for parental involvement. This study showed that transformational school 
leadership may lead to higher teacher invitations for parental involvement. School-level 
effects were found to be larger than differential effects on teachers within schools. This 
finding can be explained by some possible factors. First, school leaders can function as guides, 
inspirations, and models for all teachers to engage parents in their involvement. According 
to Avolio et al. (1991), leaders can exhibit idealized influence and inspirational motivation or 
share a clear vision about parental involvement or set directions, as this practice is called in 
Leithwood and Sun’s (2012) model of transformational leadership in educational settings. 
A second possible explanation is that transformational leaders directly support teachers in 
their parental involvement behavior, for example, when teachers have problems or questions 
with regard to parents. In terms of Avolio et al. (1991), they may provide individualized 
consideration or, as Leithwood and Sun call it, invest in developing people.
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 Another important finding of this study is the difference between teachers in urban and 
rural schools regarding their perceptions of TLPI. Teachers in urban schools were found to 
perceive more support from their school leaders in the promotion of parental involvement. 
As a result, teachers in urban schools also showed more active invitations in all six dimensions 
of invitations for parental involvement (parenting, communicating, volunteering, learning at 
home, decision-making, and collaborating with the community). The multilevel analysis also 
showed that substantial differences between teacher invitational behaviors at the school 
level were explained by the school setting (urban vs. rural). There are some possible factors 
that might explain why these differences exist. First, urban and rural schools might have 
different views on the importance of parental involvement. A study on parental involvement 
in different school settings in the United States by Ma, Shen, and Krenn (2014) showed that 
rural schools reported both a narrower range of importance of parental involvement and a 
weaker importance of parental involvement compared to urban schools. Another possible 
factor is that the school leaders in rural schools may not be as visible as those in urban schools 
to teachers and parents, which might be caused by a lack of professional development, 
particularly in building home–school partnership (Dean, 2007; Harmon & Schafft, 2009). Rural 
school leaders may need specific leadership development which suits their rural circumstance 
(Arnold, Newman, Gaddy, & Dean, 2005; Lock, Budgen, & Lunay, 2012; Preston, Jakubiec, 
& Kooymans, 2013; Salazar, 2007). Building relationships with parents in Indonesian rural 
schools might be more complex because the characteristics of rural communities provide 
both challenges and opportunities for support of school community partnership (Bauch, 
2001). Rural schools are more educationally and economically disadvantaged. Generally, rural 
residents have achieved lower levels of education than urban residents (see, for example, 
Byun, Meece, & Irvin, 2012; Qian & Smith, 2008). Economically, family income in rural areas 
is lower than in urban areas (Knight & Gunatilaka, 2010; Young, 2013). 
 This study found that female teachers reported higher invitations for parental 
involvement than male teachers except for decision-making. Female teachers were also found 
to have a stronger positive relationship with parenting and learning at home. This finding can 
be explained by the fact that Indonesia is a strong masculine culture, which might influence 
the connections between female teachers and mothers of the students who are the main 
caregivers at home. This can also be explained by several studies on personality and social 
psychological research which suggest that women generally have better abilities than men 
at reading others’ feelings, empathizing, and communicating emotional support and have 
greater empathy and relatedness (Katz, Boggiano, & Silvern, 1993; Kirsh & Kauper, 2002). 
In addition, mothers show more encouraging behaviors and support for their children’s 
learning (Rogers, Theule, Ryan, Adams, & Keating, 2009). Therefore, those women’s affective 
characteristics might make mothers feel more aligned with female teachers, which results in 
female teachers doing better in their invitations for parental involvement than male teachers. 
 To conclude, this study provides insights in TLPI, particularly in Indonesia. 
Transformational school leaders reinforce teacher invitations for parental involvement in their 
536057-L-bw-Yulianti
Processed on: 25-9-2019 PDF page: 93
Transformational Leadership for Parental Involvement 
93
4
children’s education. In addition, this study provides a new reliable quantitative measure 
of transformational leadership for parental involvement, TLPIQ, to assess how teachers 
perceive school leadership practices in promoting parental involvement. However, more 
work is needed to validate this measure. A focus on the internal validity of the questionnaire 
is one of the limitations of this study. To further investigate other aspects of the validity of 
the TLPIQ, cross-cultural validation of the questionnaire is recommended. This might be done 
by examining the validity of this questionnaire not only in other Asian countries but also 
in Western countries. Research has shown that questionnaires may differ in validity across 
different cultural contexts (see, for example, He & Van de Vijver, 2015). Leadership styles, 
in particular, might differ in terms of internal structure and external validity because of the 
different cultures related to power distance between leaders and followers (Hofstede, 1986). 
 Further investigation of the validity within a specific cultural context (i.c. the Indonesian 
context) can be done by triangulation of data from multiple actor perspectives. Future studies 
should also consider parents’ perceptions of TLPI and self-reports of the school leaders in 
this respect to examine the effects of transformational leadership and teacher invitations 
on parental involvement practices. Methodological triangulation might be achieved through 
combining surveys and interviews regarding transformational leadership. Observation of 
meetings between school leaders and teachers could also be done to examine how school 
leaders encourage teachers to invite parents to be involved. 
 This study showed differences between teachers in rural and urban schools. It provided 
limited explanations for those differences. The finding that teachers in rural schools perceived 
less support from their school leaders needs further exploration. More in-depth qualitative 
research may help understand how specific contexts shape the experiences of leadership and 
teacher invitations in the domain of parental involvement.
 With respect to the survey on teacher invitations for parental involvement, TIPIQ, a 
limitation is that we relied on teachers’ self-reports to assess their invitations for parental 
involvement. This includes a risk of social desirability bias. Through self-reports, the 
participating teachers might want to present a positive image of themselves. For future 
studies, we suggest also using parents’ perceptions of those invitations and observations 
of teacher behaviors to assess how teachers invite parents to be involved. For example, 
parent–teacher conferences can be analyzed to identify teacher invitational behaviors (see, 
for example, Gastaldi, Longobardi, Quaglia, & Settanni, 2015).
 The results of this study may also imply that professional development could practically 
target transformational school leadership as well as teacher invitational behaviors to involve 
parents. For school leaders, professionalization may be aimed at how they can support 
teachers directly as well as indirectly in promoting parental involvement in children’s 
education. For teachers, professionalization may be aimed at strengthening their professional 
competence in building relationships with parents and inviting parents to be involved even in 
the absence of support from school leaders.
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Abstract
School leaders and teachers are two important agents within the school organization to 
promote parental involvement. In this study, we focused on how school leaders and teachers 
foster parents’ involvement in their children’s education. We aimed to study the effects of 
transformational leadership for parental involvement and teachers’ invitational behaviors on 
parental involvement practices. Surveys were administered to 2,151 parents and 90 teachers 
of 18 elementary schools spread across Java, Indonesia. Results suggest that transformational 
leadership did not have significant effects on parental involvement. Significant effects were 
found of teacher invitations for parental involvement. In particular, teacher invitations 
contributed to school-based parental involvement, such as recruiting parents as volunteers 
and involvement in decision making at school.   
Keywords: teacher invitations; parental involvement; transformational leadership; elementary 
school; Indonesia
536057-L-bw-Yulianti
Processed on: 25-9-2019 PDF page: 97
School Efforts to Promote Parental Involvement
97
5
5.1. Introduction
 Teachers play an important role in encouraging parents to be involved in their children’s 
education. Parent-teacher communication, teaching strategies and practices, and teacher 
invitations have been identified as powerful motivators for parents to be involved at home 
and at school (Walker, Ice, Hoover-Dempsey, & Sandler, 2011; Lewis, Kim, & Bey, 2011; 
Murray, McFarland-Piazza, & Harrison, 2015; Rodriguez, Blatz, & Elbaum, 2014). However, 
teachers cannot work alone; they need support from the school leaders who according to 
Marschall and Shah (2016) have the capacity to design and implement school policies and 
shape the norms, expectations, and school culture. In general, it has been shown that school 
leaders who create an atmosphere of caring and trust, consistently share and communicate 
their visions about the importance of parent-school partnership, welcoming and supporting 
parental involvement, are more likely to involve parents in their children’s education (Barr & 
Saltmarsh, 2014). 
 Wise school leaders understand that both parents and school need to work together to 
improve student success (Jeynes, 2018). School leaders can encourage parental involvement 
directly by reaching out to parents themselves and indirectly via teacher invitations 
for parental involvement. For example, through school invitations, school leaders can 
invite parents to attend school events such as “Coffee with the Principal” where they can 
communicate a clear and consistent message to teachers, parents and families regarding 
their beliefs that the school is stronger when parents and teachers work together (Heinrichs, 
2018). To support teachers in inviting parents to be involved, school leaders can begin by 
facilitating teachers and staff professional development programs which aim to examine their 
beliefs and assumptions about students and families and to overcome cultural differences 
and other barriers to parental involvement (Heinrichs, 2018; Jeynes, 2018; Marschall & Shah, 
2016). Transformational leadership seems a promising approach to strengthen parental 
involvement. In the present study, we focused on how teachers perceived support from 
their school leaders in promoting parental involvement and how teachers and school leaders 
contributed to parental involvement. We examined the notions of teacher invitations for 
parental involvement (TIPI) and transformational leadership for parental involvement (TLPI) 
to help us understand how teachers and schools involve parents in their children’s education. 
Three theoretical frameworks guided this study as a basis for data interpretation and analysis: 
First, Epstein’s six types of parental involvement framework (1987, 1995, 2010); Second, 
Hoover-Dempsey and Sandler’s model of parental involvement with the emphasis on specific 
invitations to involvement from teachers and schools (Hoover-Dempsey & Sandler, 1997; 
Hoover-Dempsey et al., 2005); Third, the transformational leadership model in educational 
settings developed by Leithwood and colleagues (Leithwood, Jantzi, & Steinbach, 1999; 
Leithwood & Jantzi, 2005; Leithwood & Sun, 2012). 
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5.1.1. Parental Involvement and Teacher Invitations for Parental Involvement 
(TIPI)
 Parental involvement in their children’s education has been defined in several ways in 
the literature. According to Castro et al. (2015) parental involvement in a very general sense 
is “the active participation of parents in all aspects of their children’s social, emotional, and 
academic development” (p. 34). Barr and Saltmarsh (2014) define parental involvement as 
“the shared responsibilities of parents in the education of their children” (p. 491).  More 
specifically, Joyce Epstein has distinguished six types of parental involvement: parenting, 
communicating, volunteering, learning at home, decision making, and collaborating with 
community (1995, 2010).  Epstein’s framework makes clear that parental involvement is a 
multifaceted concept, including activities of parents at home, at school, and in interaction 
with the teacher and the community. According to Hoover-Dempsey and Sandler’s model, 
it is important for parents to become involved, that they perceive genuine invitations from 
teachers or the school (Hoover-Dempsey & Sandler, 1997; Hoover-Dempsey et al., 2005). 
 These invitations can pertain to various types of parental involvement. Indeed, specific 
invitations from teachers, such as requests to help with particular assignments and invitations 
to attend class and school events, were found to be significant predictors of parents’ school-
based involvement (Walker, Ice, Hoover-Dempsey, & Sandler, 2011; Yamamoto, Holloway, & 
Suzuki, 2016). In a study on the factors that contribute to parental engagement in Japan and 
USA, Yamamoto et al. (2016) found that when mothers perceived their children’s teachers 
as more inviting, they were likely to volunteer in classroom, initiate contact with teachers, 
and communicate with teachers. Teachers can invite parents to be involved both in home 
and schools in many ways. For example, they can ask parents to help their children with 
homework (Gonida & Cortina, 2014; Silinkas, Niemi, Lerkkanen, & Nurmi, 2012), encourage 
parents to attend meeting and school events (Fan & Williams, 2010; Yamamoto et al., 2016), 
and invite parents to teach in and outside the classroom (Lewis, Kim, & Bey, 2011). 
 In a previous study, we have integrated teacher invitations for parental involvement 
(TIPI) within Epstein’s six dimensions of parental involvement framework (Yulianti, Denessen, 
Droop, & Veerman, accepted for publication). For example, with regard to invitation for 
volunteering (school-based involvement), teachers invite parents to teach in classroom, 
coordinate field trips, participate at parent-teacher conferences, attend or help with school 
events, and be involved in school decision making. With regard to invitation for learning at 
home (home-based involvement), some examples are invitations to help their children’s 
learning through homework, read a book together, discuss their school activities, and visit a 
museum. In this study, the notion of teacher invitations for parental involvement (TIPI) is not 
only a matter of the individual teacher, but it is affected by the vision, policy, and culture of 
the school as an organization through the school leader. In the following paragraphs, the role 
of school leadership in the promotion of parental involvement is presented. 
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5.1.2. Transformational Leadership for Parental Involvement (TLPI)
 The concept of transformational school leadership is rooted in Burns’ (1978) seminal 
work in the field of organization studies. Burns (1978) posits that leadership as a process 
through which leaders and followers transform to higher levels of motivation and morality. In 
light of Burns’ theory, Bass (1991) adds that transformational leadership develops followers 
into leaders. According to Avolio, Waldman, and Yammarino (1991) transformational leaders 
demonstrate four distinct characteristics that they coined as the Four I’s: Individualized 
consideration, Intellectual stimulation, Inspirational motivation, and Idealized influence. 
Transformational leaders demonstrate individualized consideration by paying attention 
to the individual employee and his or her needs. Transformational leaders intellectually 
stimulate their followers to find new ways to solve problems and to think in a logical and 
sensible way and use evidence-based arguments rather than unsupported opinions. 
Transformational leaders inspire their followers by working hard and maintaining optimism 
in hard times, providing encouragement, and applying creative work methods to reduce 
employees’ duties and workloads. Transformational leaders who show idealized influence 
make the followers proud for being associated with them. Numerous studies show the 
effects of transformational leadership on student achievement and its overall contribution 
to school improvement (e.g. Leithwood & Jantzi, 2005; Sun & Leithwood, 2012; McCarley, 
Peters, & Decman, 2016; Mitchell, 2018). In educational research, a considerable number of 
studies on transformational school leadership refer to the model that has been developed 
by Leithwood and his colleagues (Leithwood, Jantzi, & Steinbach, 1999; Leithwood & Jantzi, 
2005; Leithwood & Sun, 2012). 
In general, there is a growing evidence that school leadership does make a difference in 
schools. In particular, leadership practices of school principals are suggested to play a 
pivotal role in how schools engage parents and maintain parent-school partnerships (Barr 
& Saltmarsh, 2014; Heinrichs, 2018; Jeynes, 2018; Marschall & Shah, 2016). Parents feel 
welcome and feel like a family within the school community when the school leaders create 
a welcoming, hospitable, comfortable, and supportive atmosphere (Auerbach, 2012; Barr & 
Saltmarsh, 2014; Heinrichs, 2018). To encourage parental involvement, school leaders can 
directly invite parents to be involved and indirectly through their support to teachers in their 
invitation for parental involvement. In this study, we proposed transformational leadership 
for parental involvement (TLPI) and how it can be applied to support teachers to promote 
parental involvement. We define transformational leadership for parental involvement as 
“the school leadership that encourages parental involvement and enables the establishment 
of a strong home-school partnership to increase students’ academic success” (Yulianti et al., 
accepted for publication). 
 There have been several studies on the role of school leadership in promoting parental 
involvement (see for example Barr & Saltmarsh, 2014; Giles, 2006; Hendrichs, 2018). Giles 
(2006) conducted case studies on leadership for parental involvement that involved teachers 
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and parents in three urban elementary schools in Northeast United States. She found that 
a distributed capacity-building strategy was the key to the successful leadership for parental 
involvement in challenging school and community. Barr and Saltmarsh (2014) did a qualitative 
study by focus group interviews with parents in urban, outer metropolitan, regional, and rural 
areas of the Australian State of New South Wales to examine parents’ experience in their 
relationships with their child’s school and factors that influenced the relationships between 
parents, families, and their child’s school and what schools and teachers can do to encourage 
parental involvement. They found that the attitude, communication, and the leadership 
practices of the school leaders played an important role in fostering and maintaining the 
relationship between schools and parents. Heinrichs (2018), through her experience as a 
school leader, examined how children, teachers, and parents benefited the practice of 
parental engagement. She pointed out that helping teachers to see parents with greater 
understanding and without harsh judgment was a driver for change in order to enhance 
the relationships between schools and parents. We strengthened this line of research by 
introducing a large scale quantitative study that involved teachers and parents and interviews 
with school leaders in elementary schools in urban and rural areas. 
5.1.3. The present study
In this study, we aimed to study the relationships of transformational leadership for parental 
involvement and teacher invitations with parental involvement practices. School leaders and 
teachers are two key figures within a school organization to promote parental involvement. 
Teachers and school leaders should work together to encourage parents to be involved in 
their children’s education
This study attempted to answer this research question: What are the effects of both 
transformational leadership for parental involvement (TLPI) and teacher invitations for 
parental involvement (TIPI) on parental involvement in elementary schools?
5.2. Method
5.2.1. Research context
This study was conducted in public elementary schools in Java, Indonesia. Java is the most 
densely populated island in Indonesia with an estimated population of 148.138.800 people 
or 56.57% of the total population of Indonesia in 2017 (BPS Jawa Timur, 2017). A sample of 
18 schools was included in this study. In Jakarta, the capital of Indonesia, six schools were 
selected. In West Java, we selected four urban schools in Bandung, the capital of West Java, 
and two schools in rural areas. In East Java, we also selected four urban schools in Pasuruan 
city and two rural schools in Pasuruan regency. The schools were selected with purposive 
sampling based on our knowledge on the diversity of the schools. Due to the huge number 
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of elementary schools, bureaucracy, and accessibility to the schools, selecting schools with 
random sampling was not possible. The selected schools represented diversity in terms of 
socioeconomic background of the students indicated by educational levels, income, and 
occupations of the parents.
5.2.2. Participants
Parents
In total 2,151 parents participated in the survey of parental involvement practices. These 
were parents of grade 2 to grade 6 students from 90 classes in 18 elementary schools. 
Parents’ educational level ranged from elementary school, junior high school, high school, 
diploma (D1-D3), bachelor’s degree, master’s degree, and doctoral degree. For the analysis 
purpose, parents’ educational levels were classified into three categories: (1) low education 
(elementary school), (2) middle education (junior and senior high school), and (3) high 
education (diploma, bachelor’s degree, master’s and doctoral degree). 
Teachers
A total of  90 teachers participated in this study. These teachers were teachers of grade 2 to 
grade 6 who had been working with the school principal for at least one year. The teaching 
experiences of the participating teachers in this study ranged from 2 years to 39 years. Of 
the 90 teachers, 66 were women (73.33%). The majority of the participating teachers (77 
teachers) held a bachelor’s degree, five teachers held a master’s degree, and eight teachers 
held a D1-D3 (diploma/under bachelor’s degree). 
School principals
To exemplify the findings of the survey study, short interviews were held with ten school 
principals (6 women and 4 men). All of the school principals had a master’s degree. They had 
been the principal of the participating school for at least one year. 
We collected data after we obtained the research permits from the Indonesian Ministry of 
Home Affairs, the Ministry of Home Affairs’ General Directorate of National and Political Unity, 
the Indonesian Ministry of Education and Culture through the Head of Education Bureau in 
each province, Provincial Governments, the Board of National Unity and Politics, and the 
participating schools. 
5.2.3. Measures 
 Three questionnaires that had been developed in our previous studies were used in 
this study. The first questionnaire was a parental involvement questionnaire (PIQ; Yulianti, 
Denessen, & Droop, 2018). Parents were asked to indicate their involvement regarding 31 
items referring to Epstein’s framework of six types of involvement: parenting, communicating, 
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volunteering, learning at home, decision making, and collaborating with community on a 
four-point Likert scale. The second questionnaire was the Teacher Invitations for Parental 
Involvement Questionnaire (TIPIQ; Yulianti et al., accepted for publication). Teachers were 
asked to rate, on a four-point Likert scale, the extent to which they invite parents following 
the same six dimensions of Epstein’s framework of parental involvement. Table 1 summarizes 
the PIQ and TIPIQ with their item examples and Cronbach’s alpha coefficients. 
Table 1 Description of PIQ and TIPIQ
Epstein’s framework PIQ (Parent survey) α=.83
Number of 
items
Item Example Reliability
(α)
Parenting 6 I fulfill my child’s basic needs (food, clothing, and shelter). .68
Communication 5 I receive information regarding my child’s educational/
academic progress from his/her teacher and/or homeroom 
teacher.
.64
Volunteering 5 I volunteer in my child’s class activities (e.g. reading, cooking, 
arts and crafts, etc.).
.72
Learning at home 5 I read books to my child or hold a discussion regarding books. .78
Decision making 5 I am involved in the school’s decision-making process 
regarding curriculum and learning strategies, school financial 
planning, or the recruitment of teachers and staff.
.66
Collaborating with 
community
5 I am involved in cooperative programs between the school 
and the local community (e.g. programs for the orphaned and 
elderly, local health clinics, local villages).
.69
Epstein’s framework TIPIQ (Teacher survey) α=.89
Number of 
items
Item example Reliability
(α)
Parenting
6
I support parents by providing them with useful information 
and programs, such as nutrition talks and parenting seminars. .73
Communication 5 I contact parents when facing problems regarding their child 
or if I need to ask questions related to their child.
.72
Volunteering 4 I invite parents to voluntarily participate in their child’s class 
activities, e.g. reading, cooking demo, arts and crafts, etc.
.88
Learning at home 5 I assist parents in reading or discussing books with their child .74
Decision making 6 I involve parents in the school’s decision-making process 
regarding curriculum and learning strategies, school financial 
planning, or the recruitment of teachers and staff.
.71
Collaborating with 
community
5 I involve parents in any cooperative work between the school 
and the local community. (e.g. visiting the elderly, health 
clinics, village events, etc.).
.63
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The third questionnaire was the Transformational Leadership for Parental Involvement 
Questionnaire (TLPIQ; see Yulianti et al., accepted for publication). Teachers were asked to 
rate, on a four-point Likert scale, their principal regarding 19 items about their leadership 
for parental involvement. Examples of items are: ‘My school principal has a clear vision that 
parents and teachers must work together in facilitating the child’s learning both at school 
and at home’ and ‘My principal adds to a school climate that is welcoming for all parents’. 
The Cronbach’s alpha coefficient for the total Transformational Leadership for Parental 
Involvement scale was .89, suggesting a high internal consistency.
5.2.4. Analysis
 Given the nested structure of the data we conducted three-level (school, teacher, 
parent) multilevel regression analyses. For each dimension of parental involvement, three 
models were tested. First, we analyzed the effects of TLPI on parental involvement. Next, we 
analyzed the combined effect of TLPI and TIPI. We tested the models in this order, because 
TIPI might explain some effects of TLPI, since previous research has shown that teachers’ 
invitations for parental involvement were related to leadership practices (Yulianti et al., 
accepted for publication). Finally, we took into account three control variables: teachers’ 
gender, the school setting (urban vs rural), and parents’ educational levels. 
Table 2 Descriptive statistics of the six PI and TIPI scales
Epstein’s framework PIQ (Parent survey)
Number of items Means SD
Parenting 6 3.19 .71
Communicating 5 2.44 .77
Volunteering 5 1.71 .79
Learning at home 5 3.01 .74
Decision-making 5 1.78 .65
Collaborating with community 5 2.22 .76
Epstein’s framework TIPIQ (Teacher survey)
Number of items Means SD
Parenting 6 3.14 .45
Communicating 5 3.02 .40
Volunteering 4 2.46 .69
Learning at home 5 3.10 .51
Decision-making 6 2.65 .48
Collaborating with community 5 2.72 .51
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5.2.5. Interviews with the school principals
Short interviews with the school principals were conducted to illustrate the quantitative 
findings. Interview questions were derived from Hornby and Witte (2010). We transcribed, 
summarized and compared the school principals’ responses and looked at commonalities 
and typical differences among them. 
5.3. Results
 The descriptive statistics of the six PI and TIPI scales can be seen in Table 2. Mean scores 
suggest that parental involvement appears to be stronger at home than at school. Also, 
teacher invitations seem to be stronger for home involvement than for school involvement. 
With regard to TLPI, all items had a relatively high mean score (all mean scores were above 
3.03) and the overall mean score (3.27) was higher than the midpoint of the scale (2.5). This 
indicates that teachers positively perceived their principal’s transformational leadership to 
promote parental involvement in their school. 
 Table 3 shows the multilevel regression analyses of the effects of TLPI and TIPI on PI. 
For each dimension of parental involvement, three models were tested. Model 1 includes 
only TLPI. Model 2 includes TLPI as well as TIPI. Finally, in Model 3 some control variables 
were added (i.e. teachers’ gender, school setting, and parents’ educational levels). From 
each Model 1, it can be seen that TLPI had no significant effects on PI practices. Model 2 
shows that three variables of TIPI namely volunteering, learning at home, and decision-
making had significant positive effects on parental involvement practices regarding those 
dimensions. This means that teacher invitations helped parents to be involved to a larger 
extent in volunteering, learning at home, and decision-making. From Model 2, we can also 
see that the explained variance differs between the dependent variables and different levels. 
The explained variance of Model 2 at teacher level with significant TIPI variables ranged from 
0.00 - 0.32. For volunteering and learning at home the explained variance at teacher level 
in Model 2 was nearly 0. The explained variance of Model 2 at school level with significant 
TIPI variables ranged from 0.07 - 0.27. The R2’s show that the largest amount of variance was 
explained by decision-making at both teacher and school level. Volunteering also explained 
variance at teacher and school level, but this was a relatively small amount. Learning at 
home explained a relatively small amount of variance at school level. In the cases where 
the TIPI variables were significant, the log likelihood declined. Therefore, only the significant 
TIPI variables lead to a better model fit. As can be seen in Model 3, when we controlled for 
parent, teacher, and school variables, the relationships between TIPI and PI on volunteering 
and decision making remained statistically significant, whereas the relationship between TIPI 
and parents’ learning at home practices became statistically insignificant. Therefore, more
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frequent learning at home practices were not so much dependent from TIPI, but more from 
the school region and the educational levels of the parents. 
 In summary, we found that TLPI had no significant effects on PI. We also found that 
there were significant effects of TIPI on some dimensions of PI. Therefore, if there were any 
effects of TLPI on PI, they are most likely indirect, via TIPI.
Examples from interviews with the school leaders
 Interviews with the school leaders exemplified the quantitative findings. Several findings 
illustrated the non-existence of direct effects of transformational leadership for parental 
involvement on parental involvement behaviors. None of the schools had written school 
policies on parental involvement. The school leaders reported that the PI policy was already 
enacted by the laws and it was included in the school vision. One of the school leaders said: 
‘parental involvement was already enacted by the law, schools only need to obey the law.’ 
All of the school leaders reported that they had an annual meeting in the first week of the 
school year where the school leaders met with all parents. However, this annual meeting was 
not specifically targeted to build home-school partnership, but to inform parents about the 
school programs throughout the academic year. Some school leaders pointed out that they 
also had regular meetings with the school committee to discuss the implementation of school 
programs and how they spent BOS [the school operational fund]. However, meetings with the 
school committee did not involve all parents, but only parent representatives in the school 
committee. Only two school leaders reported inviting parents to voluntarily teach the student 
occasionally and they only taught students skills such as how to make tempe [soy bean cake] 
and doll clothes. The other school leaders expressed fear and resistance, as said by one of 
the school leaders: ‘We should not allow parents to interfere too much in teaching activities. 
Parents can be very demanding. Let teaching just be teachers’ responsibilities.’ School leaders 
reported that most professional development programs they attended focused more on 
school management, but not pertaining to parental involvement and building home-school 
partnership. Some school leaders still had negative assumptions towards parents and they 
seemed not to strive to find alternative ways to involve parents in their children’s education. 
One of the school leaders pointed out: ‘parents in this school are very passive. It is difficult 
to involve them especially at school, they even said that it was up to me.’ Schools could not 
provide parent education such as parenting seminars regularly throughout the academic year 
because of a limited school budget. 
 Interviews with the school leaders also exemplified the effects of teacher invitations in 
their school and how their support for teachers might indirectly foster parental involvement 
via teacher invitations. Some school leaders inspired teachers to create a school atmosphere 
that was welcoming to parents. These school leaders became a role model by giving examples 
such as standing by the main entrance to welcome students and parents every morning. ‘I 
stand by the school gate to welcome students and their parents every day. I ask teachers 
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to do the same so that students and parents feel our open, friendly, and welcoming school 
atmosphere’, said a school leader. All of the school leaders reported that teachers had more 
frequent meetings with parents than the school leaders. These meetings were most of the 
time at school. Only two school leaders reported the use of home visits by the teachers when 
their students did not come to schools for days. In one semester there were two parent-
teacher conferences, thus in one academic year there were at least four parent-teacher 
conferences where teacher and parents discussed particularly the academic progress of the 
children. Urban school leaders reported that in every class there was a WhatsApp group that 
functioned as a means of communication for the class teacher and parents. The interviews 
indicated that four urban schools invited more school-based involvement rather than the 
other schools. The school leaders reported that teachers in these schools invited parents to 
help teachers with field trips and school events such as students’ project exhibitions and end 
of year assembly. In addition, there were also school invitations for parents to participate at 
the Independence Day celebration and holy day celebrations such as Idul Adha (Muslim holy 
day). In urban schools where the school leaders reported more school-based involvement, 
the school leaders showed stronger shared vision than the others. These school leaders in 
the school staff meetings and meetings with the school committee frequently emphasized 
their vision on home-school partnership. One of the school leaders said: ‘I emphasized to 
teachers and parents that we have to work together in implementing our school programs 
and helping our students to learn.’ 
5.4. Discussion
 In this study, we examined the effects of transformational leadership for parental 
involvement (TLPI) and teacher invitations for parental involvement (TIPI) on parental 
involvement (PI) in elementary schools, particularly in urban and rural areas of Java, 
Indonesia. We found that transformational leadership did not have significant effects on 
parental involvement. We did find some significant effects of teacher invitations on parental 
involvement, especially involvement at home. The interviews with the school leaders helped 
to explain their role in fostering parental involvement in their school, why indirect effects 
are more likely than direct effects of transformational leadership on parental involvement 
practices.
 In our previous study, we found that transformational leadership was a relevant factor 
to study parental involvement because it contributed to teacher invitations for parental 
involvement (Yulianti et al., accepted for publication). However, in this study we did not find 
direct effects of transformational leadership on parental involvement practices. We expected 
that transformational leaders would contribute to parental involvement by knowing all parents 
and inviting them to school. However, this direct link was not established in our study. There 
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were significant effects of teacher invitations on some dimensions of parental involvement. 
Our non-significant findings of transformational leadership on parental involvement seem in 
line with the findings of  a study by Boberg and Bourgeois (2016). They revealed that there 
was no direct link between transformational leadership and student outcomes, but the school 
leaders could influence student emotional engagement and achievement by strengthening 
their teachers’ collective capabilities and optimism about their roles in their students’ lives. 
 Interviews with the school leaders exemplified the quantitative findings and provided 
a better understanding of how school leaders and teachers promote parental involvement. 
There were several examples of PI practices particularly in urban schools that are 
recommended in the literature, however these were not consistent across all schools. The 
most evident weaknesses in PI provision in the schools were: no written school policies on PI; 
minimal use of home visits; a lack of regular parent voluntary teaching; a lack of professional 
development for the school leaders and teachers on home-school partnership and working 
with parents; and minimal parent education organized by the school. A key weakness was that 
none of the schools had written school policies on parental involvement, while the literature 
on parental involvement suggests that schools in collaboration with parents should develop 
written policies which establish the ways in which parents can be involved in their children’s 
education and how schools and teachers can help parents to be involved (Heinrichs, 2018; 
Hornby & Witte, 2010; LaRocque, Kleiman, & Darling, 2011). As mentioned earlier, when 
schools implement the policy that allows parents’ regular volunteer opportunities, more 
parents are involved in school (Marschall & Shah, 2016). With regard to parents’ regular 
voluntary teaching, the interviews indicated teachers’ fear that parents would interfere too 
far if they allowed them to voluntary teach in the classroom. LaRocque et al. (2011) suggest 
that teachers should not fear parental involvement since parents can be a valuable resource 
for powerful knowledge and teachers should believe that collaboration between teachers 
and parents can only help students succeed.  
 The interviews indicated that there were insufficient efforts from the schools to build 
a strong home-school partnership. All of the school leaders reported the annual meeting 
in the first week of the school year where the school leaders met with all parents, however 
this meeting was not specifically targeted to build this partnership. None of the school 
leaders reported meeting with parents in an event such as “Coffee with the Principal” which 
according to Heinrichs (2018) is important to establish strong home-school partnership. Some 
school leaders still had negative assumptions towards parents, whereas deep understandings 
of students’ family cultural backgrounds are required to build bridges between home and 
school (Heinrichs, 2018; Hornby & Witte, 2010; Lin & Bates, 2010). The minimal use of home 
visits by teachers indicated that this one aspect of PI was also under-use in the participating 
schools. Home visits enable teachers to better understand children and families so that it 
can help teachers in building rapport with parents and to better able to develop a more 
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multicultural learning environment and lesson plans for their students (Hornby and Witte, 
2000; Johnson, 2014; Lin & Bates, 2010). 
 The findings that showed a lack professional development regarding parental involvement 
for the school leaders and teachers on building home-school partnership and working with 
parents hint that the success of government initiatives on enhancing parental involvement 
may be hindered (Hornby & Witte, 2010). Professional development for the school leaders 
and teachers is needed to enable teachers and schools to implement the wide range of 
aspects of parental involvement (Hornby & Witte, 2010). LaRocque et al. (2011) recommend 
that teachers receive professional development to improve their communication skills that 
are necessary to work with families. Parent education organized by the schools was also one 
important aspect missing in the schools. Appropriate parent education can help parents to 
provide the kind of support at home that will support their children’s academic achievements 
and to fully appreciate the importance of their involvement particularly at school (Epstein, 
2001; Hornby & Witte, 2010).
 To conclude, this study provides insights in how transformational leadership for 
parental involvement and teacher invitations for parental involvement may promote parental 
involvement practices, particularly in Java, Indonesia. Transformational leadership did not 
have significant effects on parental involvement. However, there were some significant effects 
of teacher invitations on parental involvement which may be targeted by transformational 
leadership practices in their school. In that sense transformational leadership for parental 
involvement, although a lack of direct effects on parental involvement may be important for 
schools and teachers to build school-family partnerships and that teachers profit from these 
leadership practices to promote parental involvement. 
 This study also has limitations. With respect to the surveys on transformational leadership 
for parental involvement and teacher invitations for parental involvement, we relied on 
teachers’ perceptions and teachers’ self-reports. There is a risk of social desirability bias in 
self-reports because the participating teachers might want to present a positive image of 
themselves and their schools. For future studies, we suggest to also use parents’ perceptions 
of the invitations and support that they receive from the school leaders and teachers to be 
involved in their children’s education. Another limitation is the cross-sectional nature of this 
study. We measured all variables at one time. This makes it difficult to see how leadership 
and teacher invitations indeed have effects on parental involvement. Longitudinal studies in 
which changes in leadership, teachers’ invitational behavior and parental involvement can be 
identified, would provide more insight in the dynamics of supporting parental involvement. 
 With regard to practical implications, the findings of this study may imply that 
professional development for the school leaders should particularly be aimed at how they can 
support teachers in inviting parents to be involved in their children’s education. Professional 
development for teachers should be aimed at fostering their professional competence in 
establishing relationship with parents and inviting parents to be involved in their children’s 
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education. At government level, there should be sufficient budget to provide such education 
programs for school leaders, teachers and parents.
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APPENDIX
Items of the Transformational Leadership for Parental Involvement Questionnaire (TLPIQ) (range 1-4, really 
disagree (1), disagree (2), agree (3), and really agree (4))
My school principal has a clear vision that parents and teachers must work together in facilitating the child’s 
learning both at school and at home. 
My school principal puts in a lot of effort in reaching out to parents.
My school principal appreciates parent participation in developing school policies.
My school principal is always approachable by parents visiting the school.
My school principal takes the initiative in conducting events for parents in school. (e.g. meetings, celebrations 
both of a religious and non-religious nature).
My school principal is trusted and respected by parents.
I am proud of the way my school principal involves parents in school.
My school principal urges teachers to involve parents in their child’s education.
My principal adds to a school climate that is welcoming for all parents.
My school principal supports me in communicating with parents about how they can help their child learn at 
home.
My school principal inspires and serves as a good example for me when communicating with parents.
My school principal helps me when I have problems with parents of my students. 
My school principal is proud of the way I involve parents in their child’s education.
My school principal urges reflection so as to improve my cooperation with parents.
When I have a problem with parents, I can always count on the support of my school principal.
My school principal encourages me to seek out new ways of involving parents in school.
My school principal knows about my strengths and weaknesses in my relations with parents.
I discuss parents with my school principal.
My school principal urges me to involve parents to volunteer in class and/or school. (e.g. reading in class, holding 
a cooking demonstration, gardening, etc.)
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6.1. Overview
There were two main objectives of the present dissertation. First, to further understand how 
parents from different socioeconomic backgrounds and educational levels were involved 
in their children’s education, the effects of their involvement on student achievement, and 
the motivational factors that influenced parents’ decisions to be involved in their children’s 
education in non-Western context specifically Indonesia. Second, to gain deeper insights 
in how schools (in particular school leaders and teachers) attempted to promote parental 
involvement in their children’s education both at home and at school. We carried out this 
study in Indonesia, not only because it has different historical and cultural backgrounds 
compared to the Western contexts where most existing studies come from, but also because 
there is a growing interest on parental involvement as it is shown by the recent laws and 
regulations that put emphasis and efforts on building home-school partnerships and 
promoting parental involvement in their children’s education. Four studies were carried out 
among Indonesian students, parents, teachers, and school leaders in elementary schools in 
urban and rural settings in Java. The results of the four studies were reported in Chapter 2 
to Chapter 5. In this final chapter, we recapitulate the main findings in section 6.1, followed 
by reflections on the main findings in section 6.2 and limitations and suggestions for further 
research in section 6.3. Finally we discuss practical implications for parents, teachers, school 
leaders, and policymakers regarding parental involvement and home-school partnerships in 
section 6.4 and we draw some final conclusions in section 6.5. 
6.2. Main findings
 Chapter 2 and Chapter 3 examined parental involvement in elementary school 
education in urban and rural settings in Java, Indonesia. In Chapter 2, we investigated how 
Indonesian parents from various socioeconomic backgrounds and educational levels were 
involved in their children’s education and what the effects were of their involvement on 
their children’s academic achievements in language and mathematics. We found that 
Indonesian parents were more strongly involved in their children’s learning at home than at 
school. Regarding educational levels of the parents, highly educated parents showed more 
involvement than parents with lower educational levels. With respect to school settings, 
parents in urban schools showed higher levels of involvement than parents in rural schools. 
There were significant effects (although relatively small) of parental involvement on their 
children’s academic achievements, in particular in Indonesian language and mathematics. 
Specifically, volunteering and learning at home were found to have positive effects on 
students’ mathematics achievement. Parenting and especially learning at home showed 
positive effects on students’ Indonesian language achievement. 
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 In Chapter 3, we examined the determinants of Indonesian parents’ involvement in 
their children’s education and the barriers that hindered their involvement. The findings 
revealed that there were different motivating factors that influenced parents’ decisions 
to be involved in their children’s education. All parents felt responsible for their children’s 
education. Highly educated parents’ role construction was influenced by the upbringing or 
how their own parents raised them, whereas the beliefs of low educated parents about what 
they should do in relation to their children’s education were influenced by their life adversity. 
Parents who at least graduated from senior high school reported greater confidence to 
be involved in their children’s education compared to parents with low educational level. 
Parents with low educational level reported that instead of being solely dependent on the 
teachers, they also sought assistance from their closest family members and neighbors. An 
interesting finding indicated community involvement in a rural area where a parent reported 
that she was voluntarily involved in other children’s learning in her neighborhood. All parents 
believed that they were responsible for their children’s education, however, only highly 
educated parents viewed themselves as school partners who should be involved in voluntary 
teaching and school decision-making. Parents in urban schools especially in predominantly 
middle-high socioeconomic schools reported more teacher invitations than parents in rural 
school setting. Although all parents felt welcome at school, highly educated parents reported 
a lack of power and opportunity for their school-based involvement, whereas inflexibility of 
working hours hindered parents with low education to be involved, particularly at school. 
 Chapter 4 and Chapter 5 present the role of school leaders and teachers in the 
promotion of parental involvement. One of the major outcomes in Chapter 4 is a new valid 
instrument: Transformational Leadership for Parental Involvement Questionnaire (TLPIQ) 
which enabled us to measure teachers’ perceptions of support from the school leaders in 
inviting parents to be involved in their children’s education. Another major finding is that we 
found that transformational school leadership appeared to enhance teacher invitations for 
parental involvement (TIPI). We also found that teachers in urban schools perceived more 
support from their school leaders in the promotion of parental involvement than teachers 
in rural schools. This resulted in more active invitations in all six dimensions of invitations for 
parental involvement (parenting, communicating, volunteering, learning at home, decision 
making, and collaborating with community). Urban school teachers also showed significant 
effects on all dimensions of TIPI. With regard to teacher gender, we found that female 
teachers reported more active invitations for parental involvement than male teachers, 
except for decision making. Female teachers also showed statistically significant effects of 
their invitations on parenting and learning at home.
 In Chapter 5, we found that transformational leadership did not have significant direct 
effects on parental involvement. We did find some significant effects of teacher invitations on 
parental involvement which could partly be explained by transformational leadership practices 
in their school. Interviews with the school leaders illustrated why there were no direct effects 
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of transformational leadership on parental involvement behaviors. No participating schools 
in this study reported separate school policies on parental involvement in their children’s 
education and meetings with parents specifically targeted to build home-school partnership. 
The interviews indicated lack of professional development for school leaders and teachers 
pertaining to parental involvement and home-school partnership. Some school leaders still 
had negative assumptions towards parents and did not seek and try other ways to involve 
parents. A lack of parent education programs was reported due to a limited school budget. 
The interviews with school leaders also illustrate the effects of teacher invitations for parental 
involvement which partly influenced by transformational leadership exercised by the school 
leaders. Some school leaders became a role model for teachers to create a welcoming and 
friendly school atmosphere for example by welcoming students and parents in the main 
entrance of the school every morning. School leaders reported that teachers met with 
parents more frequently than they did themselves. In one academic year, there were at least 
four parent-teacher conferences where teachers and parents met and discuss the academic 
progress of the children. There were WhatsApp groups in all classes in urban schools which 
functioned as a medium of communication for the class teacher and parents.  Some school 
leaders showed stronger visions on parental involvement and home-school partnership than 
the others. These leaders often stressed the importance of parental involvement and home-
school partnership in the school staff meetings. 
6.3. Reflections on the main findings
6.3.1. Understanding parental involvement in Indonesia and the effects on 
student achievement
 From Chapter 2 we have learned that there are positive effects (although relatively small) 
of parental involvement in Indonesia on student academic achievements in language and 
mathematics which are similar with previous research in some different contexts (e.g. Castro 
et al., 2015; Daniel, Wang, & Berthelsen, 2016; Dumont, Trautwein, Nagy, & Nagengast, 2014; 
Wilder, 2014). The findings also show that Indonesian parents are more involved at home 
than at school. This finding is different from the previous studies in Western countries such as 
USA and the Netherlands where parents are strongly involved at school (Bakker & Denessen, 
2007; Lee & Bowen, 2006; Xu, Benson, Camino, & Steiner, 2010). A possible explanation is 
the large power distance between the school and parents in Indonesia. Indonesia, according 
to Hofstede (1986), is a country with large power distance. The hierarchical relation and the 
division of responsibilities between teachers and parents might be a barrier for parents to 
be involved at school. Another possible explanation is the role of the school leader. Parental 
involvement might rely on the school’s willingness to give parents opportunities in school 
matters (Hoover-Dempsey et al., 2005), which might be rather low in the cultural context of 
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Indonesia. In addition, this study confirms that educational levels of the parents are related 
to the level of their involvement. Highly educated parents are found to be more involved 
than parents with lower educational levels. Parents in urban setting showed higher levels of 
involvement than parents in rural schools, which might also be caused by their educational 
levels. This finding is in line with existing studies (e.g. Jaeger, 2011; Lee & Bowen, 2006; Nguon, 
2012). This finding also supports Bourdieu’s cultural capital theory (1986) that educational 
level of the parents as a form of cultural capital enables parents to promote their children’s 
educational success. Children benefit from their parents’ cultural capital embedded in their 
knowledge, language, and mannerism, or Bourdieu calls it as “habitus” (Dumais, 2006). 
 Chapter 3 of the present dissertation shows that there are different factors that influence 
parents’ decisions to be involved in their children’s education. These differences (i.e. parental 
role construction, parents’ sense of self-efficacy, and how parents perceive teacher invitations 
to be involved in their children’s education) are related with their socioeconomic backgrounds 
and educational levels. Hoover-Dempsey and Sandler (1997) provide explanations of these 
different motivational factors. All parents in our study know that they are responsible for 
their children’s education. However, only highly educated parents may position themselves 
as school partners. According to Hoover-Dempsey and Sandler (1997), parents from middle 
and upper class perceive a mutual connection between home and school. Therefore, this 
group of parents feel responsible to take part in the school decisions. Parents’ sense of 
self-efficacy to help their children succeed in school is also related to parents’ educational 
level (Hoover-Dempsey & Sandler, 1997). Parents with higher educational levels are more 
confident to be involved in their children’s education, whereas low educated parents are 
prone to have low self-efficacy, and therefore, they might be more dependent on the teacher 
regarding their children’s education (Lareau, 1987). The findings in this chapter show the 
connections between the socioeconomic status, educational levels, the social and cultural 
capital of the parents, and parental involvement behaviors (Bourdieu, 1986; Lareau, 1987). 
An important finding in this chapter shows that in contrast to the findings in Western studies 
(e.g., Lareau, 1987; Lee & Bowen, 2006), working class and low educated parents also sought 
assistance from their closest family members and neighbors or community. This finding might 
be typical for the Indonesian context which according to Hofstede (1986) is a collectivist 
culture and society so that the community support seems stronger than in individualistic 
Western contexts. The finding that indicates a connectedness among the residents in the 
community in a rural area, might offer advantages and opportunities for home-school-
community partnership in rural school setting than in urban setting. According to Bauch 
(2001) in accordance with Coleman’s social capital theory (1987), despite a lack of economic 
and human capitals, poor rural schools can still succeed through their close relationships and 
strong bonds within the community.
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6.3.2. Understanding how school leaders and teachers promote parental 
involvement
 Chapter 4 shows that transformational school leadership is positively associated with 
teacher invitations for parental involvement. When teachers receive more support from their 
school leaders, they are more likely to encourage parents to be involved in their children’s 
education. This finding is similar with a study by Leithwood and Jantzi (2006) that shows the 
positive effects of transformational leadership on teachers’ classroom practices. This chapter 
reveals that rural school teachers perceive less support to promote parental involvement 
from their school leaders compared to teachers in urban setting. There are two possible 
explanations. First, as pointed out by Ma, Shen, and Krenn (2014) who study parental 
involvement in various school settings in the United States, there is a difference in how urban 
and rural school leaders view the importance of parental involvement. Their study finds that 
leaders in urban schools perceive a larger range of importance of parental involvement and a 
stronger importance of parental involvement than those in rural schools. Second, rural school 
leaders might be less visible to teachers and parents compared to urban school leaders, which 
might be a result of a lack of professional development in home-school partnership (Dean, 
2007; Harmon & Schafft, 2009). Female teachers are found to invite parents to be involved 
more frequently than male teachers. The fact that Indonesia is a strong patriarchal society 
might influence the connections between female teachers and mothers of the students who 
are the main caregivers at home. Studies on personality and social psychological research 
suggest that women in general are better at showing their empathy and relatedness (Katz 
et al., 1993; Kirsh & Kauper, 2002). Another study demonstrated that mothers show more 
encouraging behaviors and support for their children’s learning (Rogers, Theule, Ryan, Adams, 
& Keating,2009). Therefore, mothers might feel more connected with the female teachers of 
their children and this might explain why female teachers in this study do more invitations for 
parental involvement than male teachers. 
 Chapter 5 examined the relationships of three elements in the conceptual model of 
this dissertation (Figure 1 in Chapter 1). In this study we found that there are no effects 
of transformational leadership for parental involvement on parental involvement practices. 
However, there are effects of teacher invitations for parental involvement on parental 
involvement practices which partly could be explained by transformational leadership of the 
school leaders. In other words, school leaders can promote parental involvement through 
their support to teachers in inviting parents to be involved in their children’s education. This 
finding is similar with a study by Boberg and Bourgeois (2016) that show school leaders could 
influence student achievement and student emotional engagement by fostering teachers’ 
collective capabilities and beliefs about their roles in their students’ lives. Unavailability 
of written school policies on parental involvement, a lack of professional development for 
the school leaders and teachers on home-school partnership and how to foster parental 
involvement, and minimal parent education programs provided by the school are the key 
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weaknesses that might explain why there are no direct effects of transformational leadership 
on parental involvement practices. Marschall and Shah (2016) argue that school policies 
that allow parents’ regular volunteer opportunities could increase school-based parental 
involvement. Parent-teacher collaboration can help students succeed, therefore, teachers 
should not fear school-based parental involvement (Larocque, Kleiman, & Darling, 2011). 
To establish a strong home-school partnership, school leaders can start by inviting parents 
to “Tea or coffee with principal” event where the school leaders can deliver their message 
to parents and teachers about the importance of parental involvement in their children’s 
education  and a strong home-school partnership (Heinrichs, 2018). Home visits by teachers 
are important to build rapport with parents and to better understand students and their 
families (Hornby and Witte, 2000; Johnson, 2014; Lin & Bates, 2010). School leaders and 
teachers should receive sufficient professional development pertaining to establishing 
home-school partnership and promoting parental involvement (Hornby & Witte, 2010). With 
regard to parents, parent education programs provided by the schools can help parents to 
provide support for their children’s learning at home and to appreciate the importance of 
school-based involvement (Epstein, 2001; Hornby & Witte, 2010). However, schools also 
need support from the districts and sufficient funding in their attempt to promote parental 
involvement in their children’s education and to establish a strong home-school partnership 
(Epstein, Galindo, & Sheldon, 2011; Posey-Maddox & Haley-Lock, 2016).
 
6.4. Limitations and suggestions for future research
We have discussed specific limitations in the empirical chapters. Here, we want to make some 
general remarks related to the limitations of the present dissertation.
First, this study was conducted in Java, while Indonesia is a big archipelagic country that has 
five major islands. Future studies should consider involving participants from the other big 
islands in Indonesia (Sumatera, Sulawesi, Kalimantan, and Papua) to increase the possibility 
of generalization.
Second, except for students’ academic achievement and transformational leadership 
for parental involvement, the quantitative studies in this dissertation used self-report 
questionnaires. Self-reports may be strongly influenced by respondent characteristics, such 
as social desirability bias. Parents and teachers as participants in this study may have a 
desire to maintain a positive self-image, especially in the Indonesian culture where there 
is a large power distance. Future studies should consider using multiple sources of data, 
for example school principals report on how teachers invite parents to be involved in their 
children’s education, teachers report in particular on school-based parental involvement, 
parents report on how schools and teachers invite them to be involved in their children’s 
education. More insights in parental involvement behaviors can also be obtained by 
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examining children’s perceptions of parental involvement. The future studies can be 
strengthened by methodological triangulation through combining surveys and interviews 
regarding transformational leadership. In addition, to examine how school leaders encourage 
teachers to invite parents to be involved, observation of meetings between school leaders 
and teachers could also be done. 
Third, in this study transformational leadership of parental involvement was measured 
by teacher’s perception. For further studies, we recommend to develop a new measure 
to examine how parents perceive support from the school leaders to be involved in their 
children’s education.
Fourth, we recommend cross-cultural validation to further investigate other aspects of the 
validity of the TLPIQ. Cross-cultural validation can be done by examining the validity of the 
questionnaire in other Asian countries and in Western countries. 
For future research, we also suggest to investigate how Dinas Pendidikan [Education Office] 
leaders in Indonesia support school leaders in promoting parental involvement in their 
children’s education.
6.5. Practical implications
The findings of the present dissertation provide useful insights especially for teachers, 
school leaders, and policymakers to improve policies and practices regarding home-school 
partnership and parental involvement in their children’s education, specifically in Indonesia. 
6.5.1. Teachers
Teachers, to be specific, in elementary education can employ a range of practices following 
Epstein’s six types of parental involvement to invite parents to be involved in their children’s 
education. For example, giving suggestions to parents about home conditions that support 
learning, inviting parents to school and classroom volunteer program to help teachers, 
and including parents in the school decisions. Teachers can also do home visits to better 
understand their students’ families from historical and cultural perspectives. Home visits 
enable teachers to see their students and families from a different and more positive 
perspectives (Lin & Bates, 2010). Professional development for teachers should aim at 
enhancing their professional competence in building home-school partnership and inviting 
parents to be involved in their children’s education.
6.5.2. School leaders
School leadership is central to the establishment of home-school partnership and to promote 
parental involvement in their children’s education. The present dissertation recommends two 
paths that the school leaders can take to establish home-school partnership and to promote 
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parental involvement in their children’s education. The first path is the direct part in which 
the school leaders can directly establish a relationship with parents by creating a welcoming, 
hospitable, and comfortable school atmosphere. School leaders can begin to build trusting 
relationship with parents by inviting them to “tea or coffee with principal” where they can 
meet parents and have deeper conversations with them (Heinrichs, 2018). The second path 
is the indirect path in which school leaders can promote parental involvement indirectly 
through their support to teachers. This indirect path is central in the school improvement 
literature where school leaders can begin by encouraging teachers to get to know students 
and their parents and facilitating professional development which aims to help teachers to 
examine their assumptions and beliefs about their students and families (Heinrichs, 2018). 
Then separate policies for parental involvement can be developed together with teachers and 
parents in the school committee (Heinrichs, 2018; Hornby & Witte, 2010; LaRocque, Kleiman, 
& Darling, 2011). This parental involvement policy should enable regular voluntary programs 
for parents to help teachers with school and classroom programs (Marschall & Shah, 2016). 
In the indirect path, school leaders can also act as a role model to teachers in how to build 
relationship with parents. Professionalization for school leaders is recommended to enable 
them to provide support for teachers in promoting parental involvement in their children’s 
education. 
6.5.3. Policymakers
In Indonesia, there are Dinas Pendidikan [Education Office] in provincial and regency levels. 
The Dinas Pendidikan should help schools to successfully implement parental involvement 
and home-school partnership policies into practice. We agree with Epstein et al. (2011) 
who recommend policy-related actions to increase the quality of leadership for developing 
effective programs and practices of parental, family, and community involvement. First, we 
recommend to assign a local Dinas Pendidikan leader specific for home-school partnerships 
to help schools to continually improve their programs of parental, family, and community 
involvement. This designated leader conveys a clear message that home-school partnerships 
and parental involvement in their children’s education policy must be enacted in every 
school. Second, enhance the Dinas Pendidikan home-school partnership leaders’ skills in 
facilitating schools on home-school partnerships. We suggest that prior to the assignment, 
these leaders should be equipped with sufficient knowledge and skills on establishing home-
school-community partnerships. Targeted professional development for these leaders may 
help them improve their knowledge and skills. Third, foster the school leaders’ support for 
home-school partnerships. In their study, Epstein et al. (2011) found that principals’ support 
for home-school-community partnerships consistently, significantly, and positively influenced 
schools’ basic program implementation and advanced outreach to involve more parents. 
Fourth, extend concepts of transformational leadership (also called shared, distributed, 
collaborative, participatory leadership) across provincial, regency, and school levels to 
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help improve partnership programs. Lastly, facilitate home-school partnerships program 
development. Epstein et al. (2011) show that direct assistance by district leaders for home-
school partnerships can help school teams organize and conduct their own partnership 
programs and practices. In addition to these recommendations, we suggest for each province 
to allocate sufficient funds for the schools to hold education programs for parents such as 
parenting seminar and how parents can be involved at home and at school. 
6.6. Final remarks
 Most research on parental involvement is from the Western contexts. The first part of 
this dissertation has expanded the literature of parental involvement in Indonesian context, 
a large country in the South East of Asia with more than 250 million of population, with 
different history and culture from the Western countries. This part of dissertation also has 
provided detailed insights in typical patterns of Indonesian parental involvement, the effects 
of parental involvement on student achievement in the specific context of Indonesia, and 
what makes Indonesian parents become involved in their children’s education. There were 
similar results with existing studies in Western contexts, but we also found results that were 
typical for a collectivist culture such as the Indonesian society.
 We placed three domains at the heart of parental involvement in the second part of 
this dissertation, namely parental involvement, teacher invitations as one of determinants of 
parental involvement, and transformational leadership for parental involvement. The second 
part of this dissertation has added-value to the literature, that is, we were able to develop a 
potentially valuable measure of transformational leadership: Transformational Leadership for 
Parental Involvement Questionnaire (TLPIQ) which enabled a large scale quantitative study. 
Another contribution of the present dissertation is that we strengthened this line of research 
by a large scale quantitative study that involved teachers and parents and interviews with 
the school leaders to examine the effects of school leadership and teacher invitations on 
parental involvement practices. All in all, this dissertation has shed light on what schools can 
do to promote parental involvement and to establish home-school partnership through the 
contribution of the school leaders and teachers.
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Parental involvement has been acknowledged as determinant of strong home-school 
partnerships and student academic success. Across the world, including in Indonesia, 
policymakers and educators have attempted to promote parental involvement in children’s 
education and to establish home-school partnerships. Indonesian national education laws 
and government regulations have been implemented to reach this aim. Research on parental 
involvement in Indonesia, however, is scarce. With this study, we aimed to fill the gap and 
expand the literature to non-Western contexts and specifically to gain more insights in 
parental involvement practices and the effects on student academic achievement in the 
Indonesian context. 
 This study thus focuses on parental involvement in Indonesia and its effects on children’s 
academic achievement. Besides, we focus on how teachers and school leaders  contribute to 
parents’ involvement. Existing studies have shown that teachers play an important role to 
invite parents to be involved in their children’s education. Teachers are considered to play a 
central role in inviting parents to be involved in their children’s education, by inviting them 
to participate at school and providing educational support at home. However, it is regularly 
been reported that teachers find it not easy to build relationship with parents. They might 
feel insecure and not efficacious in their efforts to reach out to parents. Their school leaders 
may be supportive in this respect, in particular by showing transformational leadership 
behavior. School leaders may act as inspirational leaders by showing role model behavior in 
their relationship with parents and to stimulate teachers to develop invitational behaviors. 
However, despite the important role of the school leaders, empirical research on school 
leadership practices to promote parental involvement is scarce, and mostly  qualitative. One of 
the main goals of this dissertation was to develop a quantitative survey for the measurement 
of transformational leadership for parental involvement.
 In this dissertation we addressed the following three research questions: (1a) How are 
Indonesian parents involved in their children’s education and how does their involvement 
affect students’ academic achievements; (1b) What motivates Indonesian parents with 
different socioeconomic backgrounds to be involved in their children’s education?; (2) To what 
extent does teachers’ perceived transformational leadership for parental involvement affect 
their invitations for parental involvement?; (3) To what extent do transformational leadership 
and teacher invitations for parental involvement affect parental involvement practices?. These 
research questions were answered through four empirical studies addressed in Chapter 2 
to Chapter 5. Chapter 2 and Chapter 3 provide the answers to the first research question. 
Chapter 4 addresses the second research question, whereas Chapter 5 provides the answers 
to the third research question. 
 Chapter 2 examines the involvement of a large sample of Indonesian parents from 
various socioeconomic backgrounds and educational levels in their children’s education and 
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the effects of their involvement on their children’s academic achievements in Indonesian 
language and Mathematics. A total of 2,151 parents of grade 2 to grade 6 students from 
90 classes in 18 elementary schools in urban and rural areas in Jakarta, West Java, and 
East Java participated in the survey. A parental involvement questionnaire adapted from 
Epstein’s parental involvement framework (Epstein, 1995; 2010; Epstein & Salinas, 1993) 
was used to measure parental involvement behaviors. Chapter 2 shows that Indonesian 
parents were more strongly involved in their children’s education at home than in school. 
We also found that parents in urban schools showed higher levels of involvement than 
parents in rural schools. In urban school, highly educated parents were more involved in 
volunteering, decision making, and collaborating with community, compared to parents with 
lower educational levels. Interestingly, in rural schools parents with higher educational levels 
showed lower involvement than parents with lower educational levels. Parental involvement 
in volunteering and learning at home were found to have small positive effects on student 
mathematics achievement. Although relatively small, parenting and learning at home were 
found to have positive effects on Indonesian language achievement. 
 Chapter 3 explores the factors that motivate Indonesian parents to be involved in 
their children’s education, how they are involved at home and at school, and the barriers 
to their involvement. Sixteen parents with different educational levels and socioeconomic 
backgrounds in 8 elementary schools in urban and rural areas in the same provinces 
mentioned above were interviewed using an interview protocol that was developed mainly 
based on Hoover-Dempsey and Sandler’s model of parental involvement motivation (1995; 
1997). Chapter 3 reveals the different factors that influenced Indonesian parents’ motivation 
to be involved in their children’s education which were related to their socioeconomic 
backgrounds and urban and rural community contexts. Highly educated parents’ beliefs 
about education were influenced by the upbringing by their own parents, whereas life 
adversity influenced the beliefs of parents with low levels of education. When parents at 
least had a high school diploma, they had more confidence in their ability to be involved 
in their children’s education. Although all parents felt welcome at school, parents in urban 
areas – particularly those in the predominantly middle-high socioeconomic status schools 
- reported more involvement in school than parents in rural areas. With regard to parental 
involvement practices at home, parents with middle and high educational levels reported 
more involvement than low educated parents. Several highly educated parents reported a 
lack of power and a lack of opportunities for active involvement at school. On the other hand, 
parents with low education experienced barriers to both home-based and school-based 
involvement, which were possibly caused by their perceived educational incapability and 
low self-efficacy, inflexibility of work hours, and financial barriers. This chapter also reveals a 
typical finding for a collectivist culture such as the Indonesian society. We found that there 
was shared responsibility of some Indonesian parents for the education of other than their 
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own children in the local community, a phenomenon that was not found in studies in Western 
contexts. 
 Chapter 4 examines how teachers perceived support from their school leaders to invite 
parents to be involved and its effects on teacher invitations for parental involvement. A total 
of 90 teachers in 18 schools in urban and rural areas of Java participated in the study. A 
new measure, the Transformational Leadership for Parental Involvement Questionnaire 
(TLPIQ) was developed, mainly based on the transformational leadership model developed 
by Leithwood and associates (Leithwood et al., 1999; Leithwood & Jantzi, 2005; Leithwood 
& Sun, 2012). In addition, to measure teachers’ self-report on their invitations for parental 
involvement, we constructed a Teacher Invitations for Parental Involvement Questionnaire 
(TIPIQ), also adapted from Epstein’s framework of six types of parental involvement. Chapter 
4 shows one major outcome of this dissertation, a new valid instrument, the Transformational 
Leadership for Parental Involvement Questionnaire (TLPIQ), which enabled us to measure how 
teachers perceived support from their school leaders in inviting parents to be involved in their 
children’s education. We found that transformational leadership for parental involvement 
(TLPI) had positive relationship with teacher invitations for parental involvement (TIPI). We 
also found that urban school teachers perceived more support from their school leaders 
compared to the teachers in rural schools, which resulted in more active invitations in all six 
parent involvement dimensions (parenting, communicating, volunteering, learning at home, 
decision making, and collaborating with the community). Urban school teachers also showed 
significant effects on all dimensions of TIPI. Regarding teacher gender, female teachers were 
found to do more active invitations for parental involvement than male teachers and their 
invitations had significant effects on parenting and learning at home. 
 Chapter 5 provides the answer to the third research question. It examines the effects 
of transformational leadership and teacher invitations for parental involvement on parental 
involvement behaviors. The same parents as in Chapter 2 and the same teachers as in 
Chapter 4 participated in the survey study. Three questionnaires that have been developed 
in Chapter 2 and Chapter 4 were used in this empirical study. Also, short interviews were 
held with ten school principals (6 women and 4 men) to exemplify the findings of the survey 
study. In Chapter 5, we found that transformational leadership for parental involvement was 
not directly associated with parental involvement behaviors. However, there were significant 
effects of teacher invitations on parental involvement which could partly be explained by 
transformational leadership practices in their schools. Interviews with the school leaders 
exemplified the quantitative findings. Some factors might explain why there were no direct 
effects of school leadership on parental involvement behaviors. For example, schools had 
no separate school policies on parental involvement, there were no meetings with parents 
specifically targeted to build home-school partnership, there seemed to be a lack of 
professional development for school leaders and teachers pertaining to parental involvement 
and home-school partnership, some school leaders seemed to have negative assumptions 
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of parents and they did not show efforts to involve parents and a lack of parent education 
programs due to a limited school budget. The interviews with school leaders also illustrated 
the effects of teacher invitations for parental involvement which were partly influenced by 
transformational leadership demonstrated by the school leaders. There were some school 
leaders who became a role model for teachers to create a welcoming and friendly school 
atmosphere and some school leaders had stronger visions on home-school partnership than 
the others. Teachers met and communicated with parents more frequently than the school 
leaders in one academic year. In addition, in some urban schools, there were WhatsApp 
groups which served as a medium of communication for the class teachers and parents. 
Contributions and implications of this dissertation
This dissertation has at least three contributions to the literature. First, we have developed 
the Transformational Leadership for Parental Involvement Questionnaire (TLPIQ), a new valid 
instrument which enables large scale quantitative studies to examine how teachers perceive 
support from the school leaders in inviting parents to be involved in their children’s education. 
Second, this dissertation has enhanced this line of research through a large scale quantitative 
study that involved parents and teachers and interviews with the school leaders to examine 
the effects of school leadership and teacher invitations on parental involvement practices. 
Third, this dissertation adds to insights in the concepts of school-family partnerships in 
Indonesia. In particular with our quantitative studies, we have enriched the mainly qualitative 
body of research on parent involvement in Indonesia.
 The positive effects of transformational leadership for parental involvement on teacher 
invitations have important implications for both the school leaders and teachers. We suggest 
that school leaders promote parental involvement both through direct and indirect paths. 
Through direct path means that the school leaders establish relationship directly with 
parents and creating a welcoming, friendly, and comfortable school atmosphere. Indirect 
path is the path that the school leaders can take to promote parental involvement through 
their support to teachers. The positive effects of teacher invitations on parental involvement 
practices imply that teachers can successfully invite parents to be involved by employing a 
range of practices following Epstein’s six types of parental involvement in their children’s 
education. We recommend professionalization for school leaders that aims to enhance their 
professional competence in supporting teachers to promote parental involvement in their 
children’s education, whereas professional development for teachers should aim to foster 
their competence in inviting parents to be involved in their children’s education and in 
building home-school-partnership. 
 We also have some recommendations for policymakers in Indonesia. We recommend 
that school leaders receive sufficient support to improve home-school-community 
partnerships from the local Dinas Pendidikan [government office]. Therefore, the assignment 
of a local Dinas Pendidikan leader that is specifically responsible for helping schools to improve 
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home-school-community partnership is crucial. However, prior to the assignment, these 
leaders should be equipped with sufficient knowledge and skills pertaining to home-school-
community-partnerships. We also recommend the implementation of transformational 
leadership across provincial, regency, and school levels to help improve partnership programs. 
Lastly, we suggest that each province allocate sufficient funds to support schools to provide 
education programs for parents such as parenting seminar and how parents can be involved 
at home and at school. Our research has shown that these efforts are likely to strengthen the 
educational outcomes of Indonesian children.
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Ouderbetrokkenheid is een bepalende factor voor de samenwerking tussen ouders en 
school en het schoolsucces van leerlingen. Over de hele wereld, ook in Indonesië, proberen 
beleidsmakers en onderwijsprofessionals  de betrokkenheid van ouders bij het onderwijs van 
hun kinderen te bevorderen en sterke partnerschappen tussen thuis en school te realiseren. 
In Indonesië zijn onderwijswetten en landelijke regelgeving geïmplementeerd om dit doel te 
bereiken. Onderzoek naar ouderbetrokkenheid in Indonesië is echter schaars. Met deze studie 
willen we deze kennisleemte opvullen door meer inzicht te krijgen in ouderbetrokkenheid en 
de effecten ervan op de leerprestaties van leerlingen in Indonesië. Daarmee wordt tevens 
beoogd de bestaande onderzoeksliteratuur uit te breiden met kennis over niet-westerse 
contexten.
 De studies in dit proefschrift richten zich dus op de ouderbetrokkenheid in het 
basisonderwijs in Indonesië en de effecten ervan op de leerprestaties van leerlingen. 
Daarnaast wordt geprobeerd meer inzicht te krijgen in de wijze waarop leerkrachten en 
schoolleiders bijdragen aan de betrokkenheid van ouders. Eerder onderzoek heeft aangetoond 
dat leerkrachten een belangrijke uitnodigende rol spelen om ouders te betrekken bij het 
onderwijs van hun kinderen. Leraren kunnen de betrokkenheid van ouders versterken door 
hen uit te nodigen om actief te zijn op school of hen te motiveren om thuis ondersteuning te 
bieden. Uit eerdere publicaties blijkt echter dat leerkrachten het niet gemakkelijk vinden om 
een goede  relatie met ouders op te bouwen. Ze voelen zich soms onzeker en niet effectief 
in hun pogingen om ouders te bereiken. De schoolleiding kan in dit opzicht ondersteunend 
zijn, met name door transformationeel leiderschapsgedrag te vertonen. De directie kan 
bijvoorbeeld een voorbeeldfunctie vervullen en zich als rolmodel profileren in hun relatie 
met ouders. Hierdoor kunnen leerkrachten gestimuleerd worden om ouders meer uit te 
nodigen tot betrokkenheid. Ondanks deze vermeend belangrijke rol van de schoolleiding, 
is empirisch onderzoek naar de invloed van de directie op ouderbetrokkenheid schaars en 
bovenal vaak kwalitatief van aard. Eén van de hoofddoelen van dit proefschrift was derhalve 
het ontwikkelen van een kwantitatief meetinstrument om transformationeel leiderschap 
voor ouderbetrokkenheid te onderzoeken.
 In dit proefschrift staan de volgende drie onderzoeksvragen centraal: (1a) In hoeverre 
zijn Indonesische ouders betrokken bij het onderwijs van hun kinderen en hoe beïnvloedt 
hun betrokkenheid de leerprestaties van leerlingen?; (1b) Wat motiveert Indonesische 
ouders met verschillende sociaaleconomische achtergronden om betrokken te zijn bij het 
onderwijs van hun kinderen?; (2) In hoeverre beïnvloedt transformationeel leiderschap 
voor ouderbetrokkenheid de mate waarin leerkrachten de ouders uitnodigen voor 
ouderbetrokkenheid ?; (3) In hoeverre beïnvloeden transformationeel leiderschap en 
uitnodigingen van leraren voor ouderbetrokkenheid de betrokkenheid van ouders?. Deze 
onderzoeksvragen zijn beantwoord met vier empirische studies die worden gepresenteerd 
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in de hoofdstukken 2 tot en met 5. Hoofdstuk 2 en hoofdstuk 3 geven de antwoorden op de 
eerste onderzoeksvraag, hoofdstuk 4 de tweede en hoofdstuk 5 de derde onderzoeksvraag.
  Hoofdstuk 2 betreft de betrokkenheid van een grote groep Indonesische ouders met 
verschillende sociaaleconomische achtergronden en opleidingsniveaus bij het onderwijs van 
hun kinderen en de effecten van hun betrokkenheid op de prestaties van hun kinderen voor 
taal en rekenen. In totaal vulden 2151 ouders van leerlingen een vragenlijst in en zijn de taalp 
en rekenprestaties van de leerlingen verzameld. De leerlingen zaten in klas 2 tot en met 6 
van 90 klassen van 18 basisscholen in stedelijke en landelijke gebieden in Jakarta, West-Java 
en Oost-Java. Een vragenlijst voor ouderbetrokkenheid, gebaseerd op het raamwerk voor 
ouderbetrokkenheid van Epstein (Epstein, 1995; 2010; Epstein & Salinas, 1993) werd gebruikt 
om de ouderbetrokkenheid te meten. Hoofdstuk 2 laat zien dat Indonesische ouders thuis 
sterker betrokken waren bij het onderwijs van hun kinderen dan op school. Ook bleek dat 
ouders in stedelijke gebieden een grotere betrokkenheid vertoonden dan ouders in landelijke 
gebieden. Bovendien waren op stedelijke scholen de hoogopgeleide ouders meer betrokken 
bij vrijwilligerswerk, besluitvorming op school en samenwerking met de gemeenschap 
dan ouders met lagere opleidingsniveaus. Interessant is dat in de landelijke gebieden 
ouders met hogere opleidingsniveaus juist minder betrokken waren dan ouders met lagere 
opleidingsniveaus. Betrokkenheid van ouders bij vrijwilligerswerk en hun thuisbetrokkenheid 
bleken kleine positieve effecten te hebben op de rekenprestaties van leerlingen. Hoewel 
relatief klein, bleken basale opvoedingsgedragingen en de betrokkenheid bij het leren thuis 
positieve effecten te hebben op taalprestaties.
 In hoofdstuk 3 zijn de factoren onderzocht die Indonesische ouders motiveren 
om betrokken te zijn bij het onderwijs van hun kinderen en hoe zij vormgeven aan hun 
betrokkenheid thuis en op school. Ook zijn mogelijke barrières voor ouderbetrokkenheid 
onderzocht. Zestien ouders met verschillende opleidingsniveaus en sociaaleconomische 
achtergronden van acht basisscholen in stedelijk en landelijk gebied in dezelfde regio’s als 
die in hoofdstuk 2 zijn geïnterviewd. De interviews waren gebaseerd op het model voor 
ouderbetrokkenheid van Hoover-Dempsey en Sandler (1995; 1997). Hoofdstuk 3 laat zien dat 
de factoren die van invloed zijn op de motivatie van Indonesische ouders om betrokken te zijn 
bij het onderwijs van hun kinderen gerelateerd zijn aan hun sociaaleconomische achtergrond 
en of zij in stedelijk of landelijk gebied woonden. De onderwijsopvattingen van hoogopgeleide 
ouders werden beïnvloed door hun eigen opvoeding, terwijl die van laagopgeleide ouders 
beïnvloed werden door hun relatief ongunstige leefomstandigheden. Ouders die ten minste 
een middelbareschooldiploma hadden, waren zekerder over hun vermogen om betrokken 
te zijn bij het onderwijs van hun kinderen. Hoewel alle ouders zich welkom voelden op 
school, rapporteerden ouders in stedelijke gebieden – met name bij scholen met een 
midden- tot hoge sociaaleconomische status – meer betrokkenheid bij school dan ouders in 
landelijke gebieden. Met betrekking tot ouderbetrokkenheid thuis, werd door middelbaar- 
en hoogopgeleide ouders meer betrokkenheid gerapporteerd dan door ouders met een 
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laag opleidingsniveau. Verschillende hoogopgeleide ouders rapporteerden een gebrek aan 
invloed en mogelijkheden om actief betrokken te zijn op school. Daar tegenover staat dat 
ouders met een laag opleidingsniveau drempels ervoeren om thuis en op school betrokken te 
zijn, wat mogelijk verklaard kan worden doordat zij zichzelf minder competent achtten, maar 
ook door ongunstige werktijden en financiële drempels. De bevindingen in dit hoofdstuk 
laten tevens een typisch patroon zien van een collectivistische cultuur als de Indonesische. 
We hebben gevonden dat sommige Indonesische ouders de verantwoordelijkheid voor het 
onderwijs van kinderen in de gemeenschap deelden, ook als het niet om hun eigen kinderen 
ging. Dit fenomeen is niet eerder waargenomen in studies in een westerse context. 
 In hoofdstuk 4 is onderzocht hoe leerkrachten de ondersteuning van hun schoolleiding 
ervaren om ouders uit te nodigen tot betrokkenheid, en het effect van die ondersteuning 
op de uitnodigingen van leerkrachten aan ouders om betrokken te zijn. In totaal namen 90 
leerkrachten van 18 scholen in stedelijke en landelijke gebieden in Java deel aan de studie. 
Voor de studie werd een nieuw meetinstrument ontwikkeld, de vragenlijst Transformatief 
Leiderschap voor Ouderbetrokkenheid [Transformational Leadership for Parental Involvement 
Questionnaire (TLPIQ)], op basis van het transformationeel leiderschapsmodel van Leithwood 
en collega’s (Leithwood et al., 1999; Leithwood & Jantzi, 2005; Leithwood & Sun, 2012). 
Daarnaast werd een vragenlijst voor leerkracht-uitnodigingen voor ouderbetrokkenheid 
[Teacher Invitations for Parental Involvement Questionnaire (TIPIQ)] ontwikkeld, afgeleid van 
het eerder genoemde raamwerk van Epstein van zes typen ouderbetrokkenheid. Hoofdstuk 
4 bevat een belangrijke uitkomst van dit proefschrift: een nieuw, valide meetinstrument voor 
Transformatief Leiderschap voor Ouderbetrokkenheid (TLPIQ), waardoor we konden meten 
hoe leerkrachten de ondersteuning van hun schoolleiders ervoeren om ouders uit te nodigen 
tot betrokkenheid. We vonden een positieve relatie tussen transformatief leiderschap 
voor ouderbetrokkenheid en uitnodigingen van leerkrachten voor ouderbetrokkenheid. 
We vonden ook dat leerkrachten in stedelijke gebieden meer ondersteuning van hun 
schoolleiding ervoeren dan leerkrachten in landelijke gebieden, wat leidde tot meer actieve 
uitnodigingen op alle zes dimensies van ouderbetrokkenheid (basale opvoedingsgedragingen, 
communicatie, vrijwilligerswerk, betrokkenheid bij het leren thuis, betrokkenheid bij 
beslissingen en samenwerking met de gemeenschap). Vrouwelijke leerkrachten nodigden 
ouders actiever uit om betrokken te zijn dan mannelijke leerkrachten, en hun uitnodigingen 
hadden een significant effect op basale opvoedingsgedragingen en betrokkenheid bij het 
leren thuis.  
 Hoofdstuk 5 is gericht op het beantwoorden van de derde onderzoeksvraag. In 
dit hoofdstuk is met een vragenlijstonderzoek het effect onderzocht van transformatief 
leiderschap en uitnodigingen van leerkrachten voor ouderbetrokkenheid op de betrokkenheid 
van ouders. De deelnemers aan het onderzoek waren dezelfde ouders als in hoofdstuk 2 
en dezelfde leerkrachten als in hoofdstuk 4. De drie vragenlijsten die werden gebruikt zijn 
ontwikkeld in hoofdstuk 2 en hoofdstuk 4. Om de gevonden resultaten toe te lichten werden 
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daarnaast tien korte interviews gehouden met schooldirecteuren (6 vrouwen en 4 mannen). 
Uit de vragenlijsten bleek dat transformatief leiderschap voor ouderbetrokkenheid niet direct 
gerelateerd was aan de ouderbetrokkenheid. Er bleken echter wel significante effecten te zijn 
van uitnodigingen van leerkrachten voor ouderbetrokkenheid op de ouderbetrokkenheid. 
Deze effecten kunnen deels verklaard worden door transformatief leiderschap in de scholen. 
Met de interviews met de schooldirecteuren zijn de kwantitatieve bevindingen geïllustreerd. 
Een aantal uitspraken wees op het ontbreken van directe effecten van leiderschap op de 
ouderbetrokkenheid. Scholen hadden bijvoorbeeld geen schoolbeleid met betrekking 
tot ouderbetrokkenheid, er vonden geen bijeenkomsten plaats met ouders gericht op de 
relatie tussen thuis en school, er leek een gebrek te zijn aan professionele ontwikkeling 
voor schooldirecteuren en leerkrachten met betrekking tot ouderbetrokkenheid en relaties 
tussen thuis en school. Een aantal schooldirecteuren leek negatieve opvattingen te hebben 
over ouders waardoor zij geen moeite deden ouders te betrekken, en ten slotte was er een 
gebrek aan onderwijsprogramma’s voor ouders vanwege een beperkt schoolbudget. Ook 
leverden de interviews uitspraken op met betrekking tot de effecten van de uitnodigingen 
van leerkrachten voor ouderbetrokkenheid en hoe deze effecten deels werden beïnvloed 
door het transformatief schoolleiderschap. Zo bleek een aantal schooldirecteuren een 
rolmodel voor leerkrachten om een gastvrije en vriendelijke schoolsfeer te creëren. Sommige 
schooldirecteuren hadden een sterkere visie met betrekking tot thuis-school-partnerschap 
dan andere schooldirecteuren. Daarnaast bleek dat leerkrachten meer contact met ouders 
hebben - en daardoor ook meer impact - dan schooldirecteuren. In sommige stedelijke scholen 
waren er WhatsApp-groepen die dienden als communicatiemiddel voor de leerkracht en 
ouders, waardoor de betrokkenheid van ouders werd versterkt. 
Bijdragen en implicaties van dit proefschrift
Dit proefschrift levert ten minste drie bijdragen aan de literatuur. Ten eerste hebben we de 
Transformational Leadership for Parental Involvement Questionnaire (TLPIQ) ontwikkeld, een 
nieuw meetinstrument om met grootschalig kwantitatief onderzoek te meten hoe leerkrachten 
de steun van hun schooldirecteuren ervaren met betrekking tot het uitnodigen van ouders 
tot betrokkenheid. Ten tweede heeft dit proefschrift deze lijn van onderzoek versterkt door 
een groot kwantitatief onderzoek onder ouders, leerkrachten en schooldirecteuren om het 
effect van schoolleiderschap en uitnodigingen van leerkrachten voor ouderbetrokkenheid te 
onderzoeken. Ten derde draagt dit proefschrift bij aan inzichten in de concepten van thuis-
school-partnerschap in Indonesië. Met name de kwantitatieve onderzoeken hebben de tot 
nu toe hoofdzakelijk kwalitatieve onderzoeken naar ouderbetrokkenheid in Indonesië verrijkt. 
 Transformatief leiderschap voor ouderbetrokkenheid heeft positieve effecten op de 
mate waarin leerkrachten ouders uitnodigen betrokken te zijn. Dit heeft belangrijke implicaties 
voor zowel schoolleiders als leerkrachten. Wij adviseren schoolleiders ouderbetrokkenheid 
via directe en indirecte methoden te stimuleren. Een directe methode houdt in dat 
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schoolleiders zelf een directe relatie opbouwen met ouders en tevens een welkome, 
vriendelijke en aangename sfeer op school creëren. Een indirecte methode houdt in dat 
schoolleiders ouderbetrokkenheid stimuleren door het ondersteunen van hun leerkrachten. 
De positieve effecten van uitnodigingen van leerkrachten op de ouderbetrokkenheid 
impliceren dat leerkrachten ouders succesvol kunnen uitnodigen voor alle zes typen 
van ouderbetrokkenheid. Wij adviseren professionalisering van schoolleiders gericht op 
het stimuleren van de betrokkenheid van ouders bij het onderwijs aan hun kinderen. De 
professionele ontwikkeling van leerkrachten zou zich meer kunnen richten op het vergroten 
van hun vaardigheid om ouders uit te nodigen tot betrokkenheid bij het onderwijs van hun 
kinderen en op het creëren van een partnerschap tussen thuis en school. 
 Ook voor beleidsmakers in Indonesië hebben wij enkele aanbevelingen. Wij adviseren 
dat de lokale Dinas Pendidikan (overheidsdienst) schoolleiders voldoende steunen om 
partnerschapsrelaties tussen thuis en school te verbeteren. Het benoemen van een 
leider van de lokale Dinas Pendidikan met een speciale verantwoordelijkheid voor het 
helpen van scholen het partnerschap tussen thuis, school en de lokale gemeenschap te 
verbeteren, is hierbij van groot belang. Echter, voorafgaand aan een benoeming zal zo’n 
leider toegerust moeten worden met voldoende kennis en vaardigheden op het gebied van 
partnerschapsrelaties tussen thuis, school en de gemeenschap. Ten slotte stellen wij voor 
dat elke provincie voldoende middelen beschikbaar stelt om scholen te ondersteunen in 
het verzorgen van opleidingsprogramma’s voor ouders over de wijze waarop zij betrokken 
kunnen zijn, zowel thuis als op school, bijvoorbeeld in de vorm van een opvoedingsseminar. 
Ons onderzoek heeft aangetoond dat deze inspanningen een positieve bijdrage kunnen 
leveren aan de schoolloopbanen van kinderen in Indonesië.
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Keterlibatan orangtua telah diakui sebagai faktor penentu kuatnya kemitraan antara rumah/
keluarga dan sekolah dan kesuksesan akademik peserta didik. Di seluruh dunia, termasuk 
di Indonesia, para pembuat kebijakan dan pendidik telah berupaya untuk meningkatkan 
keterlibatan orangtua dalam pendidikan anak dan membentuk kemitraan antara rumah/
keluarga dan sekolah. Undang-undang pendidikan nasional Indonesia dan peraturan-
peraturan pemerintah telah dibuat untuk mewujudkan hal ini. Akan tetapi, penelitian 
mengenai keterlibatan orangtua dalam pendidikan anak di Indonesia sangatlah jarang. 
Diharapkan melalui penelitian ini, kami dapat mengisi ‘kekosongan’ dan memperluas literatur 
dengan konteks non-Barat, serta secara spesifik mendapatkan wawasan lebih dalam mengenai 
praktik-praktik keterlibatan orangtua dan pengaruhnya terhadap pencapaian akademis siswa 
dalam konteks Indonesia. 
 Oleh karena itu, penelitian ini menitikberatkan pada keterlibatan orangtua di Indonesia 
dan pengaruhnya terhadap pencapaian akademik anak. Selain itu, kami juga menitikberatkan 
pada bagaimana guru dan pimpinan sekolah berkontribusi bagi keterlibatan orangtua 
peserta didik. Penelitian yang ada menunjukkan bahwa guru memainkan peran penting 
untuk mengajak orangtua agar terlibat dalam pendidikan anaknya. Guru dianggap memiliki 
peran penting dalam menarik orangtua untuk lebih terlibat dalam pendidikan anak, dengan 
mengajak mereka untuk berpartisipasi di sekolah, tetapi juga untuk memberikan dukungan 
pendidikan bersama orangtua siswa. Akan tetapi, telah rutin dilaporkan bahwa guru kesulitan 
untuk membangun hubungan dengan orangtua. Mereka merasa tidak nyaman dan tidak 
berhasil dalam menjangkau orangtua. Pimpinan sekolah bisa bertindak sebagai pemimpin 
yang inspiratif dengan menjadi panutan dalam hal menjalin hubungan dengan orangtua dan 
sekaligus menstimulasi guru untuk mengembangkan perilaku seperti itu. Tetapi, walaupun 
peran pimpinan sekolah itu penting, studi empiris mengenai praktik-praktik kepemimpinan 
sekolah untuk mendorong keterlibatan orangtua masih sangat jarang dan, kalaupun ada, 
studi tersebut bersifat kualitatif. Salah satu tujuan utama dari disertasi ini adalah untuk 
mengembangkan survei kuantitatif dalam mengukur kepemimpinan transformasional terkait 
keterlibatan orangtua.
 Dalam disertasi ini kami mengajukan tiga pertanyaan penelitian sebagai berikut: 
(1a) Bagaimana orangtua di Indonesia terlibat dalam pendidikan anaknya dan bagaimana 
keterlibatan tersebut mempengaruhi pencapaian akademis anak/peserta didik?; (1b) Apakah 
yang memotivasi orangtua di Indonesia, dengan latar belakang sosio-ekonomi yang berbeda-
beda, untuk terlibat dalan pendidikan anak-anaknya?; (2) Sampai sejauh mana persepsi 
guru terhadap kepemimpinan transformasional bagi keterlibatan orangtua mempengaruhi 
ajakan mereka dalam melibatkan orangtua?; (3) Sampai sejauh mana kepemimpinan 
transformasional dan ajakan guru untuk melibatkan orangtua mempengaruhi perilaku 
keterlibatan orangtua? Pertanyaan-pertanyaan penelitian ini dijawab melalui empat studi 
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empiris yang dibahas di bab 2 sampai bab 5. Bab 2 dan bab 3 menjawab pertanyaan penelitian 
pertama. Bab 4 menjawab pertanyaan penelitian kedua, sedangkan bab 5 menyediakan 
jawaban bagi pertanyaan penelitian ketiga. 
 Bab 2 menguji keterlibatan orangtua Indonesia dengan berbagai latar belakang 
sosioekonomi dan tingkat pendidikan yang berbeda (yang menjadi sampel penelitian ini) 
dalam hubungannya dengan pendidikan anak-anak mereka dan pengaruh keterlibatan 
itu pada pencapaian akademis anak mereka pada mata pelajaran Bahasa Indonesia dan 
Matematika. Sejumlah 2.151 orangtua peserta didik kelas 2 sampai 6 dari 90 kelas di 18 SD 
di area perkotaan dan pedesaan di daerah Jakarta, Jawa Barat dan Jawa Timur ikut serta 
dalam survei ini. Kuisioner keterlibatan orangtua yang digunakan diadaptasi dari kerangka 
keterlibatan orangtua yang dicetuskan Epstein (Epstein, 1996; 2010; Epstein & Salinas, 
1993) untuk mengukur perilaku keterlibatan orangtua dalam pendidikan anak mereka. Bab 2 
menunjukkan bahwa orangtua di Indonesia lebih kuat keterlibatannya dalam pendidikan anak 
di rumah dibandingkan di sekolah. Kami juga menemukan bahwa para orangtua di daerah 
perkotaan menunjukkan tingkat keterlibatan yang lebih tinggi daripada di daerah pedesaan. 
Di sekolah perkotaan, para orangtua yang berpendidikan tinggi lebih terlibat menjadi 
sukarelawan, pengambil keputusan dan berkolaborasi dengan komunitas, dibandingkan 
dengan para orangtua yang berpendidikan rendah. Menariknya, di sekolah pedesaan, para 
orangtua dengan pendidikan tinggi justru menunjukkan tingkat keterlibatan yang lebih rendah 
dari mereka yang berpendidikan rendah. Keterlibatan orangtua dalam membantu anaknya 
untuk belajar di rumah memiliki pengaruh positif (walaupun relatif kecil) bagi pencapaian 
matematika siswa. Walaupun pengaruhnya relatif kecil, parenting atau pengasuhan anak 
dan membantu anak belajar di rumah memiliki pengaruh positif bagi pencapaian pelajaran 
Bahasa Indonesia.
 Bab 3 membahas faktor yang memotivasi orangtua di Indonesia untuk terlibat dalam 
pendidikan anaknya, bagaimana mereka terlibat di rumah dan di sekolah dan kendala yang 
menghambat keterlibatan mereka. Enam belas orangtua dari latar belakang pendidikan 
dan sosioekonomi yang berbeda di 8 sekolah dasar di provinsi-provinsi yang disebutkan 
di atas, diwawancara dengan menggunakan protokol wawancara yang dikembangkan dari 
model Hoover-Dempsey dan Sandler mengenai motivasi keterlibatan orangtua (1995; 1997). 
Bab 3 mengungkapkan beberapa faktor berbeda yang memengaruhi motivasi orangtua di 
Indonesia untuk terlibat dalam pendidikan anaknya dan itu berhubungan dengan latar 
belakang sosioekonomi dan konteks komunitas perkotaan dan pedesaan. Keyakinan orang 
tua yang berpendidikan tinggi tentang pendidikan untuk anak-anak mereka dipengaruhi 
oleh pengasuhan oleh orang tua mereka sendiri, sedangkan kesulitan hidup memengaruhi 
keyakinan orang tua dengan tingkat pendidikan yang rendah tentang pendidikan untuk anak-
anak mereka. Orangtua dengan pendidikan minimal setara SMA, lebih percaya diri mengenai 
kemampuan dirinya terlibat dalam pendidikan anaknya. Walaupun seluruh orangtua merasa 
diterima di sekolah, para orangtua di area perkotaan – terutama mereka yang berasal dari 
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sekolah dengan status sosioekonomi (sebagian besar) menengah ke atas lebih terlibat di 
sekolah daripada para orangtua di daerah pedesaan. Para orangtua dengan tingkat pendidikan 
menengah sampai tinggi dilaporkan memiliki keterlibatan yang tinggi di rumah dalam 
pendidikan anak mereka dibandingkan dengan orangtua berpendidikan rendah. Beberapa 
orangtua berpendidikan tinggi merasa kurang memiliki kuasa dan kesempatan untuk terlibat 
aktif di sekolah. Di lain pihak, orangtua dengan tingkat pendidikan rendah mengalami 
hambatan, baik  keterlibatan di rumah maupun di sekolah, yang mungkin disebabkan oleh 
bagaimana mereka melihat ketidakmampuan diri mereka untuk terlibat dan juga rasa efikasi 
diri yang rendah, jam kerja yang tidak fleksibel dan juga hambatan finansial. Bab ini juga 
mengungkapkan temuan umum mengenai budaya kolektivitas khas masyarakat di Indonesia. 
Kami menemukan adanya usaha berbagi tanggung jawab dari beberapa orangtua di Indonesia 
untuk pendidikan anak lain selain anak mereka sendiri di komunitas lokal, sebuah fenomena 
yang tidak ditemukan di konteks Barat. 
 Bab 5 menguji bagaimana tanggapan guru mengenai dukungan pimpinan sekolah 
untuk mengajak orangtua dan pengaruhnya terhadap ajakan guru dalam melibatkan 
orangtua. Total 90 guru dari 18 sekolah daerah perkotaan dan pedesaaan di Jawa ikut serta 
dalam penelitian ini. Sebuah alat ukur baru, yaitu Transformational Leadership for Parental 
Involvement Questionnaire (TLPIQ) dibuat dengan berdasarkan pada model kepemimpinan 
transformasional yang dikembangkan oleh Leithwood dan rekan (Leithwood dkk., 1999; 
Leithwood & Jantzi 2005; Leithwood & Sun, 2012). Sebagai tambahan, untuk mengukur 
pelaporan diri guru dalam hal ajakan untuk melibatkan orangtua, kami membuat kuisioner 
Teacher Invitations for Parental Involvement Questionnaire (TIPIQ), yang juga diadaptasi dari 
kerangka Epstein mengenai enam tipe keterlibatan orangtua. Bab 4 menunjukkan satu hasil 
utama dari disertasi ini, sebuah instrumen valid baru, yaitu Transformational Leadership 
for Parental Involvement Questionnaire (TLPIQ), yang mampu mengukur bagaimana guru 
merasakan dukungan dari para pimpinan sekolah untuk mengajak orangtua terlibat dalam 
pendidikan anak-anak mereka. Kami menemukan bahwa kepemimpinan transformasional 
bagi keterlibatan orangtua (Transformational Leadership for Parental Involvement - TLPI) 
memiliki hubungan positif dengan ajakan guru untuk melibatkan orangtua (Teacher Invitations 
for Parental Involvement - TIPI). Kami juga menemukan bahwa para guru di sekolah perkotaan 
merasa mendapat dukungan lebih dari para pimpinan sekolah dibandingkan para guru di 
sekolah pedesaan, yang berpengaruh pada lebih aktifnya ajakan guru di enam dimensi 
keterlibatan orangtua (pengasuhan, komunikasi, menjadi sukarelawan, belajar di rumah, 
pengambilan keputusan dan kolaborasi dengan komunitas). Guru sekolah perkotaan juga 
menunjukkan usaha yang signifikan di seluruh dimensi TIPI. Dalam hubungannya dengan 
jenis kelamin guru, guru perempuan ditemukan lebih aktif mengajak orang tua untuk terlibat 
dibandingkan guru laki-laki dan ajakan mereka memiliki pengaruh signifikan terhadap 
pengasuhan dan pembelajaran di rumah.
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 Bab 5 memberikan jawaban bagi pertanyaan penelitian ketiga. Bab ini menguji 
pengaruh dari kepemimpinan transformasional dan ajakan guru untuk melibatkan orangtua, 
terhadap perilaku keterlibatan orangtua. Para orangtua yang dibahas di bab 2 dan para guru 
yang dibahas di bab 4 ikut berpartisipasi dalam survei ini. Tiga kuisioner yang dikembangkan 
di bab 2 dan bab 4 digunakan dalam studi empiris ini. Wawancara singkat juga dilakukan 
bersama dengan sepuluh pimpinan sekolah (6 laki-laki dan 4 perempuan) guna mengilustrasi 
atau mendapatkan contoh dari temuan studi survei ini. Di bab 5, kami menemukan bahwa 
kepemimpinan transformasional bagi keterlibatan orangtua tidak berhubungan langsung 
dengan perilaku keterlibatan orangtua. Akan tetapi, ada pengaruh signifikan dari ajakan guru 
terhadap keterlibatan orangtua, yang sebagian mungkin dipengaruhi oleh praktik-praktik 
kepemimpinan transformasional di sekolah mereka. Wawancara dengan para pimpinan 
sekolah memberikan ilustrasi atau contoh kepada temuan kuantitatif. Beberapa faktor bisa 
menjelaskan mengapa tidak ada pengaruh langsung antara kepemimpinan sekolah terhadap 
perilaku keterlibatan orangtua. Contohnya, sekolah tidak memiliki kebijakan khusus mengenai 
keterlibatan orangtua, tidak adanya pertemuan khusus dengan orangtua untuk membahas 
kemitraan rumah-sekolah, diduga juga tidak ada atau kurangnya pengembangan profesional 
bagi pimpinan sekolah dan guru terkait keterlibatan orangtua dan kemitraan rumah-sekolah, 
beberapa pimpinan sekolah terkesan memiliki asumsi negatif terhadap orangtua dan tidak 
menunjukkan usaha untuk melibatkan orangtua, serta kurangnya program edukasi orangtua 
karena dana sekolah yang terbatas. Wawancara dengan beberapa pimpinan sekolah juga 
menggambarkan pengaruh ajakan guru terhadap keterlibatan orangtua, di mana sebagian 
dipengaruhi oleh kepemimpinan transformasional yang ditunjukkan oleh pimpinan sekolah. 
Ada beberapa pimpinan sekolah yang menjadi panutan guru dalam menciptakan suasana 
sekolah yang ramah dan nyaman dan beberapa pimpinan sekolah memiliki visi kemitraan 
antara rumah dan sekolah yang lebih kuat dibanding yang lain. Selain itu, guru bertemu dan 
berkomunikasi dengan orangtua lebih sering daripada pimpinan sekolah dalam satu tahun 
akademik. Sebagai tambahan, di beberapa sekolah perkotaan, ada grup WhatsApp yang 
menjadi perantara komunikasi antara guru kelas dan orangtua. 
Kontribusi dan implikasi disertasi ini
Disertasi ini paling tidak memiliki tiga kontribusi bagi literatur yang ada. Pertama, kami telah 
mengembangkan Transformational Leadership for Parental Involvement Questionnaire 
(TLPIQ), sebuah instrumen valid baru yang memungkinkan dilakukannya studi kuantitatif 
berskala besar untuk menguji bagaimana guru mempersepsikan dukungan dari pimpinan 
sekolah dalam mengajak orangtua untuk terlibat di pendidikan anak-anaknya. Kedua, disertasi 
ini berkontribusi meningkatkan lini penelitian ini melalui studi kuantitatif berskala besar yang 
melibatkan orangtua dan guru serta wawancara dengan para pimpinan sekolah untuk menguji 
praktik-praktik pengaruh kepemimpinan sekolah dan ajakan guru terhadap keterlibatan 
orangtua. Ketiga, disertasi ini menambahkan wawasan di dalam konsep kemitraan sekolah-
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keluarga. Kami juga sudah berhasil memperkaya penelitian mengenai keterlibatan orangtua 
di Indonesia dari sisi studi kuantitatif (selama ini lebih banyak studi kualitatif yang dilakukan). 
 Pengaruh positif kepemimpinan transformasional bagi keterlibatan orangtua terhadap 
ajakan guru memiliki implikasi penting, baik bagi pimpinan sekolah maupun guru. Kami 
menyarankan pimpinan sekolah untuk meningkatkan keterlibatan orangtua melalui jalur 
langsung dan tidak langsung. Yang dimaksud dengan jalur langsung adalah pimpinan sekolah 
membangun hubungan langsung dengan orangtua dan menciptakan suasana sekolah yang 
ramah dan nyaman. Sedangkan jalur tidak langsung adalah agar pimpinan sekolah bisa 
meningkatkan keterlibatan orangtua melalui dukungan terhadap guru. Pengaruh positif dari 
ajakan guru terhadap praktik-praktik keterlibatan orangtua mengindikasikan bahwa guru bisa 
dengan sukses mengajak orangtua untuk terlibat dengan menerapkan serangkaian praktik-
praktik yang merujuk pada enam tipe keterlibatan orangtua dari Epstein bagi pendidikan 
anak-anaknya. Kami merekomendasikan pengembangan profesionalitas pimpinan sekolah 
yang bertujuan agar mereka dapat meningkatkan kompetensi dalam mendukung guru 
untuk mendorong keterlibatan orangtua dalam pendidikan anak-anaknya, sedangkan 
pengembangan profesionalitas guru diarahkan untuk memupuk kompetensi mereka dalam 
mengajak orangtua untuk terlibat dalam pendidikan anak-anaknya, serta membentuk 
kemitraan antara rumah/keluarga dengan sekolah.
 Kami juga memiliki beberapa rekomendasi bagi pembuat kebijakan di Indonesia. Kami 
merekomendasikan agar para pimpinan sekolah mendapat dukungan yang cukup dari dinas 
pendidikan setempat untuk memajukan  kemitraan rumah-sekolah-komunitas. Oleh karena 
itu, penugasan perwakilan atau pimpinan Dinas Pendidikan, yang secara khusus membantu 
sekolah untuk memajukan kemitraan rumah-sekolah-komunitas, adalah krusial. Akan 
tetapi, sebelum penugasan, para perwakilan atau pimpinan ini haruslah dilengkapi dengan 
pengetahuan dan keterampilan yang cukup terkait kemitraan guru-sekolah-komunitas. Kami 
juga merekomendasikan kepemimpinan transformasional di seluruh Daerah Tingkat I, Daerah 
Tingkat II dan tingkat sekolah untuk membantu memajukan program-program kemitraan. 
Terakhir, kami mengusulkan agar tiap provinsi mengalokasikan dana untuk mendukung sekolah 
dalam hal penyelenggaraan program pendidikan bagi orangtua, seperti seminar pengasuhan 
dan bagaimana orangtua bisa dilibatkan, baik di rumah maupun di sekolah. Penelitian kami 
menunjukkan bahwa usaha-usaha ini ditengarai mampu memperkuat dampak atau hasil 
pendidikan bagi anak-anak Indonesia.  
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